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THE STUDENT TEACHING EXPERIENCE: 
MENTOR TEACHERS' SELF-REPORTED MENTORING BEHAVIORS. 
CHALLENGES, AND RESOURCE UTILIZATION 
An abstract of a Thesis by 
Stephanie Ann Epp 
May 2000 
Drake University 
Advisor: Eunice M. Merideth 
Mentor teachers working with Drake University student teachers during 
the Fall 1998 and Spring 1999 semesters were surveyed regarding beliefs about 
their mentoring role in working with student teachers. Survey data, collected 
from forced-choice and open-ended items, included mentor teachers' valuing of 
forms of training and support provided by Drake University, preferences for 
mentoring behaviors, challenges in working with student teachers, and utilization 
of resources for their mentoring role. Spring 1999 mentor teachers were invited 
to participate in a listserv discussion focusing on principles of Cognitive 
Coaching. The impact of the listserv discussion forum on the beliefs and 
mentoring practices of subscribing mentor teachers is also reported. Descriptive 
statistics were employed to analyze survey results. Recommendations for 
mentor teacher training and support based on survey findings are provided. 
l ntroduction 
A story is told of a scholar who lived in a country with no fruit trees. 
Reading marvelous descriptions of fruit in his books, the young man decided to 
experience fruit for himself. He went to the village market and asked if anyone 
knew where he could find fruit. One merchant was able to help. He gave the 
scholar a detailed map showing the way to a distant country where fruit trees 
grew. The scholar followed the merchant's directions carefully and eventually 
reached his destination. Now it happened that the scholar's arrival occurred in 
spring when the apple trees were in bloom. Full of anticipation, the young man 
entered the orchard, picked a blossom from one of the limbs of an apple tree, 
and ate it. He was greatly disappointed in the taste and, trying blossom after 
blossom, found none pleasing. The scholar returned home and reported to all 
his countrymen that "fruit was a much overrated food." Paraphrased from 
Halcomb's Evaluation Parables (as cited in Patton, 1990), the tale serves as a 
metaphor for the complex dynamics of the student teaching experience. 
Student teaching and the young scholar's quest for fruit are both centered 
upon the value of experience in learning. However, as Dewey (1938) wrote, "It is 
not enough to insist upon the necessity of experience, nor even of activity in 
experience. Everything depends upon the quality of the experience'' (p. 27). 
The quality of the scholar's experience in the apple orchard was determined in 
large part by the nature of his earlier interactions with the merchant. Within 
student teaching, the cooperating teacher is the single most important influence 
in establishing the quality of the experience (Guyton& Mclntyre, 1990). An 
example of cooperating teacher influence can be found in Yee's seminal (1 969) 
study of student teachers' shift toward attitudes held by their cooperating 
teachers. Zimpher, devoss, and Nott, (1 980) would support the concept of the 
cooperating teacher's influence, noting that preservice teachers adhere closely to 
the approaches to teaching modeled by their cooperating teachers. 
The parable also sheds light on the relationship between role perceptions 
and behavior. The merchant, as regional fruit expert, had experience with fruit 
and where to find it. This practical knowledge enabled him to provide the young 
man with a detailed set of directions for locating an orchard. Confident the young 
man had been given an adequate map, the merchant viewed his job as finished 
and did not accompany the novice on his journey. Unfortunately, the "how-to" 
instructions were not sufficient for helping the scholar make connections between 
the knowledge he had gained from research and his subsequent experience in 
the orchard. Mitchell (1994), in her case studies of two cooperating 
teacherlstudent teacher dyads, describes interactions which were either 
knower/knowee or collaborative in nature. The interactions of the 
knower/knowee dyad were similar to that of the merchant and scholar. The 
cooperating teacher, as knower, gave information based on his experience to the 
student teacher. The student teacher, or knowee, had few opportunities to ask 
questions or connect the information to future teaching situations, so s/he was 
left with the literal interpretation of the words but missed the real meaning of the 
message. 
The parable offers a final lesson regarding the qualifications of those who 
guide experience. Although the merchant possessed knowledge about fruit and 
was willing to assist the scholar, these qualities did not constitute skill in helping 
the scholar reflect upon, and make sense of, his experience in the orchard. The 
role of cooperating teacher, likewise, necessarily involves ski1 l beyond 
demonstrated competence in the classroom and a spirit of willingness as 
Brodbelt ( I  980) explains: 
It is too easy to become a supervising teacher. One has only needed the 
satisfactory teaching recommendation by a principal and several years of 
teaching experience to be selected as a supervising teacher .... Too often 
the assumption has been that we are all professionals and that any 
professional can supervise the student teacher. Moreover, the act of 
volunteering to supervise a student teacher has been accepted as 
qualification for receiving placement of a student teacher (p. 87). 
Purpose of the Studv 
The primary task of this study is to describe mentor teachers' beliefs about 
their mentoring role in working with student teachers and to establish baseline 
data about the degree to which mentor teachers value and utilize various sources 
of training and support for their role. The study is also concerned with identifying 
the impact of an electronic listserv discussion forum on the beliefs and mentoring 
practices of mentor teachers. 
Research Questions 
The specific research questions that shape this study follow: 
1. What behaviors do mentor teachers prefer to utilize in conjunction with 
their mentoring role? 
2. What behaviors, in conjunction with their mentoring role, do mentor 
teachers find most challenging? 
3. What ratings do mentor teachers assign to the forms of training and 
support provided by Drake University's student teaching program and to 
what degree do they rely on other forms of training and support for their 
mentoring role? 
4. What effect does participation in a listserv discussion group focusing 
on principles of Cognitive Coaching (Costa & Garrnston, 1994) have 
on the behaviors mentor teachers prefer to utilize? 
Null Hv~othesis. This study is based on the supposition that mentor 
teachers who participate in listserv discussions about principles of Cognitive 
Coaching as those principles apply to mentoring student teachers will not differ in 
their mentoring behaviors from mentor teachers who do not participate in online 
discussion. It is also hypothesized that mentor teachers who participate in 
electronic listsew discussions about coaching student teachers will not differ in 
their perceptions of training and support options for their role than mentor 
teachers who do not participate in the electronic listserv discussions. There are 
no differences in the self-reported mentoring behaviors and utilization of training 
and support options between mentor teachers who do, and do not, participate in 
listserv discussions about principles of cognitive coaching. 
Assumptions 
Three key assumptions guide the study design and results analysis. 
1. The researcher assumes all mentor teachers have referenced either 
the ElementarylEarly Childhood or Secondary/K-12 Programs Drake 
University Student Teaching Handbook for information regarding 
policies, procedures, role expectations, and the Drake Team Coaching 
Model (Merideth, 1 993). 
2. It is assumed that both the control and experimental groups of mentor 
teachers received qualitatively the same opportunities for orientation 
even though orientation meetings occurred in the fall and spring 
semesters, respectively. 
3. The researcher assumes all mentor teachers' responses to survey 
items reflect participants' candid opinions. 
Limitations 
Several threats to validity exist in the posttest-only control-group design of 
the study. Because the experimental group of mentor teachers who participated 
in an electronic listserv received treatment over the course of the spring 
semester, history presents an internal threat to validity. It is possible events 
other than the treatment occurring over the course of the semester impacted 
mentor teachers' beliefs about mentoring behaviors and training and support. In 
addition, participants' responses to survey items are self-reports of their own 
behaviors. Mentor teachers' actual behaviors may differ from those they 
describe in response to survey items. Finally, the relatively small sample groups 
also limit generalizability of the findings. 
Definitions 
For the purposes of this study, the following terms were defined as 
follows: 
Mentor teacher (MT). The role of mentor teacher (MT), as described by 
the Drake University Student Teaching Handbook Seconday/K-12 Programs, 
denotes "a classroom teacher who has agreed to work with the Drake student 
teacher. The mentor teacher observes daily the efforts of the student teacher 
and guides the student teacher in improving through regular conferences and 
assistance with lesson planning" (p. 10). For the purposes of this study, the 
term, mentor teacher, is synonymous with the term cooperating teacher (CT). 
Drake Team Coaching Model. The Drake Team Coaching Model 
illustrates the manner in which both mentor teachers and university supervisors 
utilize observation and coaching feedback to assist the student teacher in 
reflecting upon classroom experience and synthesizing that experience with 
theoretical knowledge (Merideth, 1 993). 
Figure 1 . I .  Drake Team Coaching Model 
(Summary Eva lua t ion)  )_(summary E v a i u a i ~  on) 
t - - - -  Teacher Competencles - - - - A -  7 
Observation 
I Knowledge Experience I 
Coanitive Coachina. Cognitive coaching (Costa & Garmston, 1994) is a 
mediative process which attends "to the internal thought processes of teaching 
as a way of improving instruction" (p. 5). Costa and Garmston (1 993) further 
define cognitive coaching as "a set of strategies, a way of thinking, a way of 
learning that invites self and others to shape and reshape their thinking and 
problem solving capacities" (p. 6). The tools of the planning conference, lesson 
observation, and reflecting conference form the overt structure of cognitive 
coaching (Costa & Garmston, 1994). 
Listserv. A listserv is a type of interactive discussion group which allows 
subscribers to utilize their e-mail accounts to read and post information 
electronically. 
Outline of Procedures 
This research study was undertaken with classroom teachers who agreed 
to mentor Drake University student teachers (ST) for seventeen weeks during the 
fall and spring semesters of the 1998-1 999 academic year. Both fall and spring 
MTs were invited to attend an orientation meeting prior to the beginning of their 
respective student teaching semesters. At these orientation meetings, MTs 
received a copy of the Drake University Student Teaching Handbook, a student 
teaching calendar, and information regarding program expectations. Spring MTs 
also received information about the listserv discussion group opportunity. 
During the fall 1998 semester, a survey focusing on MTs' perceptions of 
their own behaviors and valuing of various forms of MT training and support was 
developed. The researcher utilized the discussion of an expert focus group to 
identify issues regarding MT training and support pertinent to Drake University's 
Student Teaching Program. Focus group comments and a review of the 
literature formed the basis of the mentor teacher survey content which was 
comprised of forced choice, Likert scale rating, and open-ended items. A panel 
of eight university supervisors analyzed the survey for clarity. The survey was 
distributed to fall MTs and spring MTs at the end their respective student 
teaching semesters. The returned surveys were analyzed using descriptive 
statistics. 
During the spring 1999 semester, MTs were invited to participate in 
listserv discussion focusing on principles of cognitive coaching. Information 
regarding the purposes of the listserv and directions for subscribing was provided 
to spring MTs at the orientation meeting held prior to the beginning of the student 
teaching semester. Follow-up letters were sent to MTs not in attendance at the 
orientation meeting inviting their participation. The purposes of the listserv were 
four-fold: 
1 . TO provide information on Cognitive Coaching strategies in working with 
STs. 
2. To provide a forum for MTs to share their expertise and ideas in working 
with student teachers. 
3. To provide MTs with an opportunity to ask questions and receive feedback 
regarding working with STs. 
4. To provide ongoing support from Drake University after MT orientation and 
between supervisor visits. 
Mentor teacher comments from the listserv provide additional data for this study. 
As an allegory for student teaching, the parable of the scholar's search for 
fruit offers for consideration factors which influence the outcomes of experience. 
Chief among these factors was the young scholar's interactions with the 
merchant. Their conversations in the village market were of pivotal importance in 
determining the quality of the scholar's subsequent experience. From the events 
in the story, one may draw inferences about the character of the merchant and 
his intentions; yet, the story provides little actual evidence regarding his beliefs. 
It is possible the merchant was himself unaware of the philosophy guiding his 
actions with the scholar. As a result, the merchant remains a consequential, but 
unknown, character. 
In much the same way, MTs hold beliefs about mentoring which remain 
largely invisible to themselves and their STs (Franke & Dahlgren, 1996). Franke 
and Dahlgren conducted phenomenographical research to describe the ways in 
which MTs and STs conceive of mentoring. Their findings suggest that the form 
and content of student teaching depend on how the function of student teaching 
is defined (Franke & Dahlgren). Participants in the study defined the function of 
student teaching as either a process of transmitting professional knowledge or 
discovering professional knowledge through reflection. Fran ke and Dahlgren 
contend that mentoring is carried out as it is conceived and that "the student 
teacher reproduces. and takes for granted, the mentor's view of teaching 
knowledge" (p. 640). 
Tacitly held beliefs are termed by Senge (1990) as mental models. Senge 
(1 990) describes processes for becoming aware of mental models and making 
those models explicit to oneself and others. 
The discipline of working with mental models starts with turning the mirror 
inward; learning to unearth our internal pictures of the world, to bring them 
to the surface and hold them rigorously to scrutiny. It also includes the 
ability to carry on "learningful" conversations that balance inquiry and 
advocacy, where people expose their own thinking effectively and make 
that thinking open to the influence of others. (p. 9) 
Evidence of mentors' perceptions, mentoring behaviors, and valuing of training 
and support provides insight into the nature of this significant role. Such insight 
connotes a "turning of the mirror inward," offering opportunities for professionai 
conversations regarding the student teaching experience and the MT's role in 
that experience. 
CHAPTER 2 
Literature Review 
The young scholar featured in the introduction began his investigation of 
fruit with extensive reading of marvelous descriptions. This literature review 
serves a similar purpose in that it presents an overview of the research on 
student teaching so that this investigation may be informed by what is already 
known. The primary areas of focus in Chapter Two include: student teaching as 
a valued part of teacher preparation, the influence of CTs on STs, problems in 
defining the CT role, ways in which CTs understand and interpret their role, 
conflict in the CT-ST relationship, feedback and reflection, electronic listservs as 
communication tools, the selection and evaluation of CTs, recommendations for 
CT training, and information on Cognitive Coaching. 
Value of Student Teaching 
Educators believe student teaching to be an important, highly valuable 
experience (Kauffman, 1991). As part of their own teacher preparation 
programs, CTs viewed student teaching to be the strongest influence in learning 
to teach (Richardson-Koehler, 1988). Feiman-Nemser and Buchmann (1 987) 
suggest 
Student teaching holds promise for helping beginners learn because it is 
experiential; that is, it offers a chance to teach under guidance, to watch 
an experienced teacher close up and to find out how he or she thinks 
about teaching, to get to know children and how they think, to discover 
what it "feels like" to be in charge of a class. (p. 256) 
However, there are inconsistencies regarding the manner and degree to which 
student teaching influences the beliefs, knowledge, and practices of beginning 
teachers (Zeichner, 1985). 
Borko and Mayfield (1 995) studied the relationships and guided teaching 
conferences of four STs, their CTs, and university supervisors (USs). 
Observational and interview data revealed that each member of the triad 
believed learning to teach was, essentially, a function of experience. Although 
the STs felt they had gained confidence and learned strategies for lesson 
presentation and classroom management as a result of their student teaching 
experience, none noted changes in their thinking about teaching. The 
researchers also did not observe "big changes" in STs' "basic teaching strategies 
or styles" (p. 515). Borko and Mayfield reference the work of Feiman-Nemser 
and Buchmann (1 987) when they write: 
When triad members share a belief that teachers learn primarily through 
experience and practice, it becomes easy for cooperating teachers and 
university supervisors to offer few suggestions to their student 
teachers and do little to challenge their ideas and practices, and for 
student teachers to pay only limited attention to feedback and suggestions 
and continue to teach in ways that maintain the status quo. (Borko & 
Mayfield, 1995, p. 5 16) 
Feiman-Nemser and Buchmann (1 987) examined ways in which 
interactions among classroom setting, professional program, and student 
teaching participants impacted STs' learning. The two case studies revealed that 
classroom setting played a role in shaping the student teaching experience. For 
one of the featured STs, setting completely dominated the nature of her field 
experience; although the other ST'S setting was not a hindrance to her learning, 
its structure did not help her connect knowledge and pedagogy. Both STs 
concluded their experiences with a sense that they had "learned by doing" (p. 
271), but neither ST had assistance from her CT in considering "pupil thinking in 
planning or teaching" or "what counts as worthwhile learning activity" (p. 271). 
Consequently, both STs completed student teaching without having their beliefs 
and decisions challenged. 
Returning to the introductory parable, the young scholar's foray into the 
apple orchard seemed to hold the promise of valuable, experiential learning. 
Unfortunately, the young man's experience provided him with an incomplete 
understanding of fruit and his assumptions were never disputed. Similarly, the 
promise of student teaching is not consistently realized. The STs featured in the 
work of Borko and Mayfield (1 995) and Feiman-Nemser and Buchmann (1 987) 
appeared to gain classroom experience as a result of student teaching. These 
experiences, however, seemed to have little apparent impact in informing the 
ways the STs thought about teaching and student learning or in causing them to 
analyze the efficacy of different approaches to teaching. ''In teacher preparation. 
experience is a trusted though not always reliable teacher" (Feiman-Nemser & 
Buchmann, 1987, p. 256). 
Influence of the Cooperating Teacher on Student Teachers 
Notable in Borko and Mayfieid's (1 995) and Feiman-Nemser and 
Buchrnann7s (1987) studies was the relative absence of CTs' efforts to assist STs 
in processing classroom experience so as to challenge their assumptions and 
foster the utilization of a variety of teaching strategies. Stanulis (1995) calls 
classroom teachers "silent participants" in the education of novice teachers (p. 
331 j. Yet, these silent participants shape the student teaching experience in 
important ways. For example, CTs structure the student teaching experience 
through the tasks assigned to STs (Killian & Mclntyre, 1988; Martin, 1 997; 
Richardson-Koehler, 1988), the types and frequency of feedback provided (Dunn 
& Taylor, 1993; Wilkins-Canter, 1997), the determinations of what curriculum will 
be taught (McNamara, 1995), the views CTs hold about instruction (Bunting, 
1988), and CTs' personal levels of reflectivity (Richardson-Koehler, 1988). 
Research by Johnston, Bunting, and Richardson-Koehler suggests the CT 
influences STs' views of teaching and classroom practices. 
Coo~eratina Teachers Influence Student Teachers' lmaues of Teaching. 
Johnston's (1 994) qualitative study of two STs serves to illustrate ways in which 
CTs may influence ST beliefs. In both cases, the manner in which the CT 
interacted with her ST was different. For each ST, the influence of these 
interactions was of profound importance in shaping their images of teaching. 
Referencing the work of Connelly and Clandinin (as cited in Johnston, 1994). 
Johnston defines images of teaching as "a component of practical knowledge 
which evolve from past experiences and guided practice" and provide a frame of 
reference for understanding experience (p. 75). 
One ST, Roger, received performance feedback from his CT only when he 
requested it. His CT's general comments centered upon students as the source 
of Roger's teaching difficulties and did not provide him with a range of strategies 
for improving his classroom management skills. A classroom culture 
emphasizing rigid routinization, coupled with Roger's intuitive sense that he was 
not doing some things right, brought about a significant shift in his image of 
teaching. He moved from being concerned about making connections with 
individual children to utilizing structure and involvement strategies as a way of 
managing children. Furthermore, the contradictions inherent to such an 
ideological transformation were not apparent to Roger. He believed he was 
adopting his CT's approaches, "but in my own style" (p. 74). Although Roger's 
CT was in a position to help him become more aware of his teaching beliefs and 
the multi-faceted nature of teaching as well as develop specific strategies, these 
were not the outcomes of his experience. Johnston (1994) conjectures that not 
only was Roger unsuccessful in realizing his student-centered image of teaching, 
but the change in his expressed beliefs was more or less permanent. "He did not 
speak about adapting his approach temporarily, while maintaining his intentions 
to teach differently when circumstances were different and he had more freedom 
to teach as he wished" (p. 74). 
Johnston (1 994) contrasts Roger's student teaching experience with that 
of a second ST, Diane. Diane's student teaching experience strengthened and 
broadened her image of teaching regarding the importance of responding to 
children's individual needs. Diane's CT engaged her in frequent, reflective 
conversations about her teaching performance, the classroom culture, and 
images of teaching. This dialogue appeared to be enhanced by the ways in 
which theory and research informed discussion. The CT viewed learning to 
teach as a process of ongoing development and talked about changes in her own 
practice. Through her modeling of reflective practice, Diane's CT appears to have 
given her ST windows into what Feiman-Nemser and Buchmann call (1987, p. 
272) ''the invisible world of teaching." Because Diane's student teaching 
encompassed opportunities for her to reconstruct experience as well as focus on 
technical aspects of teaching, her CT "provided Diane with a very holistic 
experience." (p. 78) 
Coo~eratina - Teachers Influence Student Teachers' Attitudes. Findings of 
another study involving 17 randomly paired CT-ST dyads indicates CTs have the 
potential to act as socializing influences (Bunting, 1988). Prior to, and following, 
the student teaching semester, both CTs and STs were administered the 
Educational Attitudes Inventory (EAI). Although no ST exhibited fundamental 
changes in his/her beliefs about the student-centered and directive aspects of 
teaching, 10 of the 17 STs showed substantial change on either the student- 
centered or directive scales of the EAI. Student teachers who showed a 
moderating shift were paired with CTs who evidenced moderate views. All but 
one of the seven STs who demonstrated no change in their beliefs worked with 
CTs who scored at more extreme ends of the attitude inventory scales. The 
results of Bunting's study seem to indicate ST views of teaching do not 
dramatically change as a result of the student teaching experience. However, 
CTs who hold more flexible, moderate attitudes appear to exert greater influence 
on ST beliefs than CTs subscribing to views at the more extreme ends of the 
student-centered and directive continuums. 
Cooperatina Teachers Influence Student Teachers' Classroom Practices. 
Richardson-Koehler (1988) found evidence suggesting CTs are viewed by STs 
as a more important source of information regarding classroom practices and 
instructional strategies than university methods coursework. She focused on 14 
CT-ST dyads to understand CT's views about learning to teach, how these views 
were communicated to STs, the classroom structures within which STs were 
working, and how all of these elements affected the US role. According to 
Richardson-Koehler 
Within two weeks of commencing the semester, the student teachers were 
discounting the influence of most of their previous formal pedagogical 
instruction on their classroom practices. Their student teaching 
experience was seen as the most important aspect of their learning to 
teach. (p. 30) 
By the end of one month of student teaching, STs ascribed 80% of their specific 
classroom practices as originating from the CT, 15% came from methods 
classes, and 5% from themselves. Over time, these figures changed. During the 
researcher's last observation, STs attributed 40% of their classroom practices as 
coming from their CTs, 40% from themselves,l5% from methods classes, and 
5% from other individuals. 
Richardson-Koehlerk (1 988) findings are echoed in a study involving 28 
student teaching placements in the United Kingdom (McNamara, 1995). Mentor 
teachers, working within the structure of the United Kingdom's national 
curriculum, played a predominant role in determining what STs would teach 
during their field experiences. Some of the MTs viewed curricular planning with 
STs to be a collaborative enterprise, while other MTs believed transmitting their 
own expertise in deciding what to teach was of paramount importance. In either 
case, the MT was influential in helping the ST identify teaching content. The 
work of Richardson-Koehler and McNamara seems to indicate that while STs 
utilize a variety of sources in making decisions about the content and strategies 
of teaching, CTs have significant influence in these areas. 
Cooperating teachers, intentionally and unintentionally, shape the student 
teaching experience and influence STs. The degree to which the CT influences 
a ST may be somewhat dependent upon the extent to which the CT's beliefs are 
moderate (Bunting, 1988). Yet, interaction with CTs does appear to impact STs' 
images of teaching (Johnston, 1994) and certainly the content STs teach 
(McNamara, 1995) as well as the classroom practices they employ (Richardson- 
Koehler, 1988). An understanding of the CT role as it is defined by teacher 
preparation programs, STs, and CTs is important in order to more closely 
examine the nature and degree of their influence on STs and the student 
teaching experience. 
Problems In Definina the Cooperatina Teacher Role 
The CT role is traditionally defined as "an experienced teacher who has 
agreed to cooperate with the university by allowing the preservice teacher to 
'practice' with her students" (Graham, 1997, p. 51 4). Cooperating teachers are 
often selected based upon their expertise as classroom teachers. However, ''the 
role of the cooperating teacher is much more complex than that of an effective 
instructional model" (Enz & Cook, 1992, p. 1). 
The complexity of the CT role and its accompanying responsibilities are 
sources of "confusion and uncertainty" for CTs (Enz & Cook, 1992, p. 8). 
Koerner's (1 992) study of eight experienced CTs enrolled in a supervision course 
indicates CTs expect universities to assist them in defining their multi-faceted 
role, but the CTs in Koerner's study reported that their expectations for university 
direction and assistance were unmet. The CTs felt information received from 
universities regarding their role was often unclear and based on "unspecific 
goals" (p. 51 ). 
Williams, Rarnanathan, Smith, Cruz, and Lipsett (1997) examined the 
student teaching handbooks of 61 mid-western universities to determine what 
tasks were specified for CTs and USs as well as what roles might be inferred 
from those tasks. All of the submitted handbooks identified CT tasks, but when 
US tasks were listed, limited space was devoted to defining them. A content 
analysis of the handbooks showed only four explicitly described the CT role and 
only three detailed the US role. The authors conclude that the studied 
handbooks for student teaching appeared to provide little guidance to CTs or 
USs in understanding "their essential roles in student teaching, including the kind 
of relationship they are expected to develop with each other and with student 
teachers" (p. 6). 
Problems in defining the CT role transcend time and regional context. 
Grimmett and Ratzlaff (1 986) conducted a cross-study comparison of research 
on critical CT behaviors in order to determine the degree to which triad members' 
expectations for the CT role were context-bound or time-bound. Comparing the 
work of Copas, Castillo, and Grimmett and Ratzlaff (as cited in Grimmett & 
Ratzlaff, 1986), the researchers identified five expectations regarding the CT role 
common to all of the studies. Each of the compared studies indicated the role of 
CT should be concerned with 
1. Providing ST with basic information 
2. Ensuring ST acquisition of resource materials 
3. Involving ST in planning and evaluating learning experiences 
4. Conferencing with ST at regularly scheduled times 
5. Evaluating ST progress and development through regular observations 
and feedback (p. 46) 
According to Grimmett and Ratzlaff, these five expectations represent "an 
example of the small but growing body of knowledge about the cooperating 
teacher role in student teaching supervision" and may serve as elements around 
which training for the CT role can be structured (p. 48). 
Student Teachers' Perceptions of the Coo~eratina Teacher Role 
Student teachers enter the student teaching experience with expectations 
for the CT role. Having had close contact with classroom teachers throughout 
their educational careers, STs possess intuitively held beliefs about the work of 
teachers and the processes one undergoes to become an educator. The 
development of these beliefs from the student perspective is what Lortie (1 975) 
calls an "apprenticeship of observation" (p. 61). Researchers have attempted to 
develop a clearer understanding of the CT role by examining facets of that role 
based on ST views (Connor & Killmer, 1995; Copas, 1984; Enz & Cook, 1992). 
The Coo~eratina Teacher As Role Model. Questionnaires were 
administered to 476 elementary STs from 31 colleges and universities to 
determine those CT behaviors STs perceived to be effective or ineffective in 
terms of the CT's supervisory role (Copas, 1984). A definition of the CT role was 
given to all participants "to provide a common reference to which all subjects 
could respond" (p. 49). At either a midterm or final seminar session, STs were 
asked to recall a classroom event, describe the CT's behavior, and classify the 
behavior as effective or ineffective. The resulting CT behaviors were classified 
into a list of 28 critical requirements divided into two categories: behaviors 
affecting ST'S and behaviors affecting children. Copas found over 50% of the 
identified critical behaviors affecting STs were of a guiding or cooperating nature. 
Cooperating teachers9 guiding behaviors which STs perceived to be effective 
included development of classroom management skills, planning and evaluation 
of learning experiences, and assistance with presentation skills. In terms of 
cooperating behaviors, STs valued CT behaviors which accorded STs equal 
status as co-workers, assistance with lessons in-progress, and interactions 
through conferencing. Copas suggests that STs are concerned with CTs' 
abilities to serve as role models, particularly in the areas of classroom 
management and teaching performance. 
The Coo~eratina - Teacher As Instructional Guide and Interpreter of 
Professional Culture. Enz and Cook (1992) provide additional insight into the 
perceptions of STs regarding the CT role. A total of 533 undergraduate STs, 190 
post-baccalaureate STs, 579 experienced CTs, and 244 inexperienced CTs were 
administered a survey about CT functions. The fourteen-item survey divided CT 
functions into three domains: personal, instructional, and professional. In 
comparing the responses of STs and CTs, there were no significant differences 
in the ways either group viewed the personal qualities associated with the CT 
role. There was also considerable agreement among CTs and STs that the CT 
role was essentially "that of an tnstructional guide" (p. 13). Both groups believed 
the CT should observe ST lessons and provide feedback in the capacity of 
instructional guide. However, CTs valued somewhat more than STs the 
responsibilities of advice-giving regarding classroom management issues and 
lesson demonstration. Additionally, significant differences between CT and ST 
perceptions of the CT role were consistently highlighted in the professional 
domain. Ranging from policy issues to information about procedures and 
professional responsibilities, STs invariably valued advice about school culture 
more highly than CTs. Enz and Cook note that "these findings may suggest that 
student teachers perceive the cooperating teacher's role as interpreter or 
anthropologist of the school culture" (p. 15). 
The Cooperating Teacher As Provider of Feedback. Additional research 
in the area of CTs7 and STs' perceptions of the CT role indicates some views 
held by both groups are largely parallel (Connor & Killmer, 1995). Cooperating 
teachers and STs alike identified as important the following characteristics of 
effective CTs: providing feedback, allowing STs to take charge of the classroom, 
giving STs freedom to experiment, and being willing to share ideas. The 307 
STs in this study overwhelmingly identified feedback as the quality most 
indicative of effective CTs; correspondingly, the absence of feedback was viewed 
by STs as the most negative CT trait. Cooperating teachers, though they cited 
providing feedback as an important aspect of the role, did not value it as highly 
as the STs. 
How Cooperatina Teachers Define and Perceive Their Role 
University information and communication with STs are just two sources 
upon which classroom teachers draw to understand and interpret the CT role 
(Koerner, 1992). Cooperating teachers also rely heavily on their own past 
experiences as STs and their own teaching experience (Koerner, 1992; Lortie, 
I 975; Richardson-Koehler, 1988). Cooperating teachers' pedagogical practices 
(Martin, 1997), beliefs regarding mentoring (Stanulis, 1995; Sudzina, Giebelhaus, 
& Coolican1997), images of teaching (Johnston, 1994), and paradigms of 
teacher education (Zeichner, 1983) inform CTs' images of their role as well. 
Past Experience As a Student Teacher. Cooperating teachers remember 
their own student teaching experiences and draw upon them for information in 
working with STs (Koerner, 1992; Richardson-Koehler, 1988). The CTs 
participating in Koerner's (1 992) study recalled the anxiety attending student 
teaching and reported feeling empathy for their STs. In an effort to help their STs 
, 
become more comfortable, these CTs worked to treat their STs as peers, 
building a personal relationship based on communication. Over the course of the 
semester, their communication and relationship-building efforts were hampered 
by time constraints and the fact that their STs were not, in actuality, peers. 
Despite a desire to affirm shared responsibilities in classroom teaching between 
themselves and their STs, the CTs knew their role also necessarily involved 
supervision of novices. 
Pedauow Cooperating teachers also seem to draw upon their own 
pedagogical practices in conceptualizing and acting out their role (Martin, 1997). 
Gathering data about the interactions between experienced CTs, Ginette and 
Josie, and the two elementary STs with whom both worked over the course of an 
1 $-month period, Martin looked at relationships between tasks assigned to the 
STs, exemplars of teaching provided by the CTs, and the coaching system 
utilized by the CTs. Each CT appeared to construct her role in accordance with 
her beliefs about teaching and learning. 
Ginette utilized the complex but well-established procedural routines of the 
classroom to scaffold her STs' involvement. She provided her STs with 
exemplars of teaching, modeling non-ambiguous ways of working with children. 
Ginette also utilized scripts to help her STs know what to say and often stepped 
in to rephrase their words as instruction was taking place. Martin (1997) 
characterized Ginette's coaching conversations as "gossiping" because they 
focused upon "talking about the children instead of stemming from the teachers9 
practice" (p. 190). Gossiping provided Ginette's STs with an understanding of 
her views regarding students, content, planning, and organization. The role 
model approach Ginette utilized in working with STs was indicative of her 
classroom practices in working with children. 
Josie9s work as a CT differed from the approaches utilized by Ginette. 
Josie's assignment of tasks to her STs was much more casual and characterized 
by an adoption of the ST'S wishes. In terms of teaching strategies, Josie did not 
believe she possessed pedagogical skill that should be transmitted or modeled. 
She would, instead, talk her STs through difficult teaching episodes as a way of 
comforting them rather than prescribing or eliciting ideas for alternative practice. 
Josie established more of a shared accountability and coaching system by 
referring to her own weaknesses as a teacher and early experiences in the field. 
Josie's coaching conversations with her STs were characterized by the raising of 
general issues or ideas. Rarely did these conversations include reflection on 
STs' past teaching performances or concrete, technical issues. Josie's loosely 
structured approach centering upon social and emotional aspects of learning to 
teach mirrored her ways of teaching and working with children. 
Martin's (1 997) findings suggest CTs interpret their roles from their own 
teaching practices. He writes, "Whatever researchers or policy-makers may 
expect from a mentor, the data in this study rather suggest that mentoring was an 
extension of the mentor's pedagogy upon which we probably have little short 
term impact" (p. 194). 
Beliefs Reaardina Mentorina. Sudzina et al. (1997) asked CTs and STs at 
two teacher preparation sites to respond to open-ended questions about the 
qualities of successful mentors, mentees, and mentoring relationships. Both 
sample groups evidenced shared perceptions regarding the qualities of 
successful mentors and mentees. Both CTs and STs noted the following 
characteristics of successful mentors: helpfulness, leadership, listening skills, 
open-mindedness, knowledge, and a sense of humor. As CTs provided more 
information regarding their perceptions of mentoring, their responses tended to 
cluster in one of two groups. Some CTs viewed mentoring as a hierarchical 
relationship, in which the mentor's role was that of a model whom the ST must 
learn to emulate. In defining this hierarchical view, CTs tended to refer to the 
mentor as one who articulated expectations; the ST, in this type of mentoring 
relationship, is responsible for meeting the mentor's requirements. Other CTs 
described mentoring as a shared, collaborative relationship, evidencing 
awareness of, and sensitivity to, the developmental needs of STs. 
The ways in which classroom teachers understand and interpret their 
mentoring role in working with STs is further examined by Stanulis (1995). 
Stanulis utilized observation, stimulated recall interviews, and standardized open- 
ended interviews to discern how five different teachers in a professional 
development lab school setting conceived of their mentoring role. Employing the 
constant comparative method of analysis, Stanulis organized CTs' responses 
into three categories: views about learning, sources of knowledge, and the 
nature of reflection (p. 336). Themes within each of the three categories were 
identified and served as the frames of reference upon which CTs drew in 
understanding and describing their mentoring role. 
Stanulis (1995) featured three CTs, highlighting the category and 
corresponding theme that served as the focus of their individual mentoring 
practices. For example, one CT was most concerned with the nature of reflection 
and focused her mentoring on helping her ST internalize questions that would 
guide future reflections. Another CT actively utilized a variety of knowledge 
sources in constructing her mentoring role, drawing upon her own experiences 
with action research and coaching to ern ploy questioning and "model-coach- 
fade" approaches in working with her ST (p. 337). The third CT, working with a 
ST in the lab school setting for the first time, utilized her own classroom teaching 
experiences as the source of knowledge for mentoring. Management concerns 
comprised the bulk of her interactions with her ST. According to the author, she 
represents "a model of a very caring teacher who devotes a lot of time to 
studying ways to best help her children learn. She has chosen to study her 
practice rather than study the education of teachers" (p. 343). 
It seems CTs perceive the mentoring aspect of their role in a variety of 
ways. Perceptions of mentoring as a hierarchical or collaborative relationship 
impact the manner in which the mentoring relationship is constructed (Sudzina et 
al., 1997). Sources of mentoring knowledge upon which CTs draw also influence 
the ways in which CTs define their role (Stanulis, 1995). 
lmaaes of Teachina. "Images of teaching provide a coherence to the way 
a teacher discusses practice" and serve as a framework for interpreting 
experience (Johnston, 1994, p. 76). As such, images of teaching also inform the 
ways in which CTs define their role. Johnston's study of CTs9 influence on STs' 
images of teaching serves two purposes. In addition to describing the ways in 
which STs' images of teaching were either altered or strengthened, Johnston 
also highlights the images of teaching held by CTs. Roger's CT appeared to 
define her role based on an image of teaching which was isolationist and 
technical in nature as evidenced by her lack of feedback, coupled with occasional 
advice about classroom management. In contrast, Diane's CT seemed to 
embrace an inquiry-oriented image of teaching. This inquiry orientation was 
apparent in the ways she invited Diane to reflect on teaching experiences, 
consider theory, and think about teaching as on-going development. 
Franke and Dahlgren (1996) delineate between CTs whose images of 
teaching encompass a reflective view and those whose images employ a "taken- 
for-granted" perspective (p. 631 ). Cooperating teachers, operating from a 
reflective image of teaching, are concerned with the "content of teaching" and 
construct their role in order to encourage ST discovery (p. 631). Those CTs who 
embrace a "taken-for-granted" image of teaching are more concerned with its 
form and tend to construct their role as one who transmits professional 
knowledge to STs (p. 631). 
In their study of CTs, Borko and Mayfield (1 995) suggest a prevailing 
image of teaching involves the notion that teaching is merely a function of 
experience. Cooperating teachers in their study appeared to define their roles 
differently based on their levels of efficacy and the degree to which they 
subscribed to the idea that teaching is learning by doing. Similar themes were 
found in interviews of CTs conducted by Gonzalez and Carter (1 996). 
Cooperating teachers in their study "shared the view that knowledge of teaching 
was best acquired through trial and error" (p. 44). Consequently, these CTs "felt 
the most they could do was model for a student teacher what a good lesson 
should look like and give them abbreviated suggestions" (p. 44). 
Lortie (1975) suggests the image of learning to teach through experience 
is an image of long-standing history. Such a view means the process of learning 
to teach is "more a matter of imitation" (p. 63). Lortie further states that teachers 
who hold this image of teaching, "portray the process as the acquisition of 
personally tested practices, not as the refinement and application of generally 
valid principles of instruction" (p. 80). When CTs believe teaching is a function of 
experience, they define their role in a passive manner because "teachers are 
largely 'self-made"' (p. 80). 
Cooperating teachers draw upon multiple sources in defining and 
understanding their role in working with STs. Though classroom teachers would 
like clear direction from teacher preparation programs regarding the CT role, 
coherent guidelines regarding roles and responsibilities are often lacking 
(Koerner, 1992; Williams et al., 1997). In lieu of such direction, CTs construct 
their own definitions of their role relying heavily upon past experience, pedagogy, 
beliefs about mentoring, and images of teaching. 
Role Perce~tions and Conflict in the Cooperating Teacher - Student Teacher 
Relationship 
An examination of perceptions regarding the CT role is elemental to an 
understanding of the CT-ST relationship. Expectations for roles are "acquired 
through intentional instruction and/or incidental learning and may originate from 
personal or vicarious experience" (Garland & Shippy, 1990, p. 3). The range of 
beliefs a n d  experiences upon which individuals rely in constructing their 
perceptions of a given role means "consensus regarding conceptions for roles 
cannot be assumed" (p. 4). Garland and Shippy state 
It is important to analyze the expectations held for each role in a particular 
setting to identify areas of ambiguity and potential conflict. The presence 
of ambiguity and conflict can prevent the development of effective role 
relationships and result in inappropriate, non-adaptive behavior. (p. 4) 
Commonalities Among Role Perceptions. Studies of the perceptions STs 
and CTs have about the CT role and qualities of effective mentoring indicate both 
groups share some viewpoints in common (Connor & Killmer, 1995). Cooperating 
teachers and STs alike defined the CT role as that of an "instructional guide" 
(Enz & Cook, 1992, p. 13). Student teachers and CTs generally agree about the 
personal qualities associated with an effective CT or mentor (Sudzina et al., 
1997; Enz & Cook, 1992). The provision of feedback is perceived by both groups 
to be an elemental function of the CT role (Connor & Killmer, 1995; Enz & Cook, 
1992). Student teachers view as effective CTs who accord them equal status as 
colleagues (Copas, 1 984). Cooperating teachers in Koerner's (1 992) study 
wished to treat their STs as peers. 
Differences Amonu Role Perceptions. Despite these commonalities, the 
traditional CT - ST relationship is imbued with numerous occasions for tension 
and conflict (Graham, 1 997). Graham describes typical problems as follows: 
The student teacher feels she has limited power to express concerns or 
challenge authority since it might jeopardize her future teaching career; 
the mentor teacher, who has little insight into the teacher education 
program, feels responsible for problems that occur within the relationship, 
imagining the student teacher's felt tensions are somehow her "fault," a 
dilemma which makes her reluctant to contact the university counterpart 
for help; and the university supervisor who rarely wields any real authority 
within the teacher education program must contend with perceived or real 
rifts between school and university-based personnel, caught between 
competing concerns and different perspectives about the 'real world' of 
teachers and the "ivory tower" of university faculty. (p. 51 5) 
Applegate and Lasley (as cited in Williams et al., 1997) "found little agreement 
among the triad in terms of common goals or shared expectations" (p. 4). 
Further, CTs, STs, and USs tended to focus on different problems and expressed 
different levels of concern with regard to specific issues (Applegate & Lasley). 
Guyton and Mclntyre (1990) also found a lack of congruence among triad 
members' role expectations, resulting in confusion regarding members' 
perceptions of the goals of student teaching. Enz and Cook (1 992) argue that 
understanding and resolving differences in role perceptions is critical to 
enhancing the quality of the student teaching experience. They write 
Shared understandings of the purposes of student teaching must extend 
to shared understandings about the roles and functions of the cooperating 
teacher. ... Identifying areas of harmony or dissonance about the role of 
the cooperating teacher is critical for the success of the developing 
professional. (Enz & Cook, p.14) 
Tensions Inherent to the Cooperatina Teacher Role. Cooperating 
teachers experience a number of tension-producing consequences as a result of 
their willingness to work with STs (Koerner, 1992). Of greatest concern to the 
CTs in Koerner's study was "having to take time away from planning for and 
instruction of their pupils to work with student teachers" (p. 48). Knowing they 
were ultimately accountable for students' learning, ensuring quality instruction 
was a top priority for these CTs. Learning to "feel a commitment toward the 
student teachers" and to measure success "by the accomplishments of the 
student teachers" was an internal conflict which the CTs were able to resolve 
over time (p. 49). This concern regarding the impact of student teaching on pupil 
learning was shared by one of the CTs featured in the Stanulis (1995) study. 
Stanulis suggests that university educators should not ignore such worries. 
Cooperating teachers in Koerner's (1 992) study also experienced tension 
as the presence of another adult in the classroom displaced them from their 
central role. While most of these CTs viewed student teaching as a time to 
connect with another adult on a daily basis, the breaking down of professional 
isolation, for some, felt like an invasion of privacy. Student teachers did not 
understand the classroom routine and occasionally shared comments regarding 
what other CTs were doing in ways that their own CTs perceived as critical. 
Finally, some CTs felt supervision of STs was an added responsibility in a 
schedule already filled with too many things to accomplish. 
Expert - Novice Differences. Additional sources of conflict in the CT - ST 
relationship may be found in research on expert - novice differences (Carter, 
Cushing, Sabers, Stein, & Berliner, 1988; Gonzalez & Carter, 1996; Williams, 
1995). Experts and novices view classroom events differently (Carter et al., 
1988). In a study examining the ways in which CTs and STs interpreted well- 
remembered events, Gonzalez and Carter found that CTs and STs remembered 
the same classroom occurrences, but CTs tended to provide descriptions of 
those events which were more detailed and descriptive in nature. Cooperating 
teachers and STs also recalled the same students as being highly visible during 
the classroom occurrence. In talking about those visible students, STs assigned 
the students greater power in the well-remembered event than their CTs. 
Gonzalez and Carter suggest that CTs and STs "do not share interpretive 
practices" because experienced teachers have grounded their learning of 
teaching in rich, deep personal narratives or histories (p. 45), and STs do not 
possess such an historical framework. The authors of the study discuss the 
potential for growth to be found in conversations between CTs and STs regarding 
classroom experiences. Such conversations, in the authors' view, would enable 
the CT to make hislher underlying structures apparent to STs as a supplement to 
modeling and would, at the same time, assist the ST in beginning to interpret 
classroom events more expertly. 
Williams (1 995) gathered survey data regarding evaluation of ST 
performance from 200 STs and their C i s .  Participants completed the surveys at 
the end of the third week of student teaching and again at the end of the ninth 
week of the semester. Williams calculated mean scores for STs9 and CTs' 
responses, analyzing them for variation with differences significant at g = .05. 
Results showed CTs' view of ST performance were consistently higher than STs' 
views through the third week of student teaching. However, by the end of the 
ninth week of student teaching, CTs' estimations of ST performance had shifted 
to lower levels in three areas: use of lesson plan format, caring about students, 
and predicting student misunderstanding. Williams' findings seem to indicate 
that CTs become more critical of ST performance over time and that consistent 
differences in the ways CTs and STs evaluate student teaching performance 
represent possible threats to their relationship. 
It is important for CTs to be aware of the differences between the ways 
CTs and STs interpret aspects of teaching. These differences "are a natural 
function of being a beginner" (Williams, 1995, p. 13). Expert - novice differences 
also present opportunities for CTs and STs to make known their understandings 
of classroom experience (Gonzalez & Carter, 1996). 
Conflict Avoidance. Variation in the ways GTs and STs construct their 
understandings of the CT role, lack of congruence regarding role expectations 
and goals for student teaching, and expert - novice differences account for some 
of the tensions which can be present in the CT-ST relationship. Conflict, it would 
appear, is an inevitable part of the student teaching experience. Yet, triad 
members seem to place a premium on conflict avoidance (Borko & Mayfield, 
1995; Slick, 1997). In their study of middle school level mathematics STs. their 
CTs, and their USs, Borko and Mayfield found post-teaching conferences to be 
generally positive in tone. Even when obvious problems had occurred in the 
teaching of mathematics content, USs kept the conference focus on classroom 
management issues and mathematics in general. University supervisors 
expressed a desire to avoid directive feedback in an effort to help STs build 
confidence. CTs who did not seem to think "they should play an active role in 
student teachers' learning" provided little or no feedback to their ST'S, preferring 
to emphasize general issues and the value of time and practice in improving 
teaching (p. 507). Findings from Killian and Mclntyre's (1 985) study indicate that 
CTs' tendency to avoid giving feedback, especially critical feedback, can be 
mediated through training. Cooperating teachers who received supervisory 
training provided more frequent feedback to their STs including critical feedback. 
Conflict As O~~o r tun i t v  for Professional Growth. Conflict avoidance of in 
the CT-ST relationship may be typical, but differences in role expectations, ways 
of thinking about teaching, and implementing pedagogy offer opportunities for 
professional growth (Graham, 1 997). Graham proposes that 
not all tensions can (or should) be resolved during the student teaching 
experience. Positioning a teacher to become a lifelong learner and 
researcher of his own practice is a process that takes time. And each 
student teacher must go through that process according to his own 
developmental timetable (p. 525). 
Graham (1 997) utilized a case study approach to examine the tensions 
present in two MT - ST dyads. The MTs participated in a university partnership 
designed to reframe the ways in which classroom teachers and university 
teacher educators worked together. Student teachers and MTs had ongoing 
contact with university teacher educators throughout the year-long student 
teaching experience. 
The dyad comprised of Michael (ST) and Sandy (MT) experienced 
tensions regarding personal teaching philosophies. Michael was an articulate 
graduate student who, in the university setting, voiced strong opinions about the 
importance of democratic classroom structures. He found it difficult to implement 
his ideals in the classroom setting and became overwhelmed by feelings of 
insecurity. Michael was unable to remove his focus from "concern for self" to 
concentrating on students and their learning (Graham, 1997, p. 51 8). 
Michael's MT, Sandy, first attempted to handle problems with Michael's 
performance on her own, but eventually sought the support of a university faculty 
member. Together, they worked to help Michael develop strategies for 
community building and lessons which encouraged students' active construction 
of knowledge. These efforts were supplemented with planning conferences, 
modeling, actton research and reflective journaling. Michael continued to teach 
in directive ways which were contrary to his expressed beliefs and the culture of 
learning Sandy had established in her classroom. The relationship between 
Michael and Sandy deteriorated significantly, and a three-way conference 
mediated by the researcher did not bring about clarity regarding teaching 
philosophies and expectations. 
Ben (ST) and Jane (MT) were members of the second dyad featured in 
Graham's ( I  997) study. Differences regarding a tolerance for ambiguity created 
tension in their relationship. Ben viewed his MT as an expert and looked to her 
for answers. In university coursework, he felt overwhelmed by case study tasks 
that required him to consider large amounts of information about individual 
students and multiple possibilities for approaching their cases. 
Jane, Ben's MT, is described by Graham ( I  997) as highly reflective and 
interested in "discourse of possibility rather than certainty" (p. 521). She did not 
want Ben to view her as an expert with ready answers. Her efforts to encourage 
his reflective thinking led to tensions in their relationship. These tensions were 
not resolved during student teaching, but Ben did come to appreciate the value of 
Jane's approach "once he had the time and distance to reflect on the experience" 
( p  524). 
The differing tensions evidenced in each case study served as important 
points of conversation and reflective processing for both the STs and MTs 
(Graham, 1997). These conflicts were inherently tied to role perceptions and the 
purposes of student teaching. Conflicts such as those described by Graham can 
promote dialogue informing CTs' and STs' perceptions and challenging their 
thinking (Enz & Cook, 1992). 
Feedback and Reflection As Part of the Coo~eratinq Teacher Role 
The job of cooperating teacher is to talk aloud about what they do and 
why, to demonstrate how to probe and extend student thinking, to alert 
student teachers to interpret signs of understanding and confusion in 
pupils, to stimulate student teachers to talk about their reasons for 
decisions and actions and the difficulties inherent in finding out what pupils 
know and what they need to learn. (Feirnan-Nemser & Buchmann, 1987, 
p. 272) 
In articulating their view of the CT role, Feiman-Nemser and Buchman strike at 
the critical importance of feedback and communication to the student teaching 
experience. Student teachers tend to think about teaching from the limited 
perspective of their own experience as students (Carter & Gonzalez, 1996). 
They struggle with finding productive ways of thinking about their work (Richert, 
1990). As a daily witness to the teaching and learning experiences in which STs 
engage, CTs are uniquely positioned to help STs make sense of these 
experiences through feedback and reflective conversation. 
Lack of Feedback. Cooperating teachers do not always provide their STs 
with feedback or opportunities to reflect (Borko & Mayfield, 1995; Feiman- 
Nemser & Buchmann, 1987; Johnston, 1994; Killian & Mclntyre, 1988). 
Cooperating teachers who believe learning to teach is a function of experience 
do not perceive the provision of feedback as an important aspect of their role 
(Borko & Mayfield, 1995; Lortie, 1975). Lemma (1 993) studied the interactions of 
one CT-ST dyad in an attempt to understand the lack of feedback and absence 
of opportunities to reflect which seemed characteristic of CTs who had received 
supervision training through Connecticut's CORE Institute. Data from showed 
dyad conversations tended to focus on general topics. The CT gave little direct 
feedback on the ST's performance, and those comments she did make were not 
based on observational data. Conversation seemed to be balanced between the 
CT and ST, but neither engaged in reflective processing. Lemma concluded the 
CT's "hands-off" approach to providing her ST with feedback could be attributed 
to the following reasons: 
1. The ST was perceived to be competent. 
2. The collegial relationship was subject to the norms of the teaching 
profession; colleagues do not provide one another with critical 
feedback or engage in conversation about teaching. 
3. The ST's lack of overt deficiencies meant conversations 
could be amiable and focused on general topics. (pp. 540-541) 
Perceptions of ST competence may be connected to the degree to which a ST'S 
teaching performances match the style or approaches of hislher CT (Gonzalez & 
Carter, 1996). 
The findings of Lemma's (1 993) study are mirrored in Wilkins-Canter's 
(1 997) research on CT feedback. In each of the six CT-ST dyads, conferences 
occurred on a daily basis, but were usually less than five minutes in length. 
Student teachers typically needed to ask CTs for suggestions regarding their 
teaching performance. Cooperating teachers responded by providing "how to" 
advice in an effort to focus on problem correction, not reflection. Feedback from 
these CTs was primarily oral and not based on observational data. Wilkins- 
Canter also reported CTs and STs did not view the absence of clinical 
supervision as problematic. 
.) 
Characteristics of the Feedback Cooperating Teachers Provide. When 
CTs do give feedback, the amount and type vary (Miller, Hudson, & 
LignugarislKraft, 1992). Miller et al. (1 992) asked CTs in special education 
classrooms to document interactions with their STs. Planning was perceived by 
both elementary and secondary CTs as the most important element of 
conferencing with STs; yet, their time logs indicated that actual time spent 
planning with STs dropped after the first quarter. Echoing the findings of 
previously noted studies, feedback was mostly verbal. 
Differences in the ways CTs provide feedback may be attributed, in part, 
to grade level (Killian & Mclntyre, 1988). Elementary CTs tend to talk more 
regularly with STs than do their secondary counterparts (Miller et al. ; Killian & 
Mclntyre). Killian and Mclntyre suggest one reason for this difference might stem 
from the elementary school schedule which provides more opportunities for 
informal conversation as students move to different activities. Secondary CTs in 
Killian and Mclntyre's study conversed with their STs about general educational 
issues and  social activities while elementary CTs had more conversations that 
might be characterized as reflective in nature. 
Cooperating Teachers9 Advice and Student Teacher Reflection. "if a 
student teacher is to engage in reflective thought, to be mindful as opposed to 
mindless, be thoughtful as opposed to thoughtless, it may depend, at least to 
some extent, on the cooperating teacher's advice and recommendations" (Dunn 
& Taylor, 1 993, p. 41 2). In their study of eight randomly selected CT - ST dyads, 
Dunn and Taylor gathered data on the nature of advice given by CTs to STs and 
sought to discover what, if any, differences existed between the advice of 
experienced CTs and first-time CTs. The authors define an advice strategy as 
"'instruction9 that encourages a learner to look for relationships patterns to 
facilitate development of conceptual knowledge or h~gher level rules that may be 
used in subsequent problem solving" (p. 412). The purpose of advice is to cause 
learners to think about past and present experiences in ways that help them 
"think and act during future cases." (p. 412) 
Dunn and Taylor's (1 993) findings showed the that STs, in general, gave 
were not encouraged to compare present cases with either past experiences or 
future events; consideration of the moral dimensions of STs' teaching was also 
not encouraged by CTs. When such advice-giving occurred, it did not appear to 
be planned or intentional. Experienced CTs, desirous of providing their STs with 
a rationale for their recommendations, gave more advice providing justification 
than their inexperienced counterparts. The conferences between experienced 
Johanson, Norland, Olson, Huth, & Bodensteiner, 1999). Bender (1 995) stresses 
all participants need to have a voice in an electronic discuss~on and that l~stservs 
may be beneficial for a shy student in achieving that end. In order to ensure that 
full participation occurs, several considerations need to be taken into account. 
Participants need time and opportunity to become familiar and cornfortab!e with 
the technology before being asked to engage in the substance of discussion 
(Williams & Merideth, 1996). Ongoing staff development and support for listserv 
users should be built into the design and operation of the listserv (O'Neil, 1995). 
Finally, Tagg (1994) suggests that moderators of discussion in electronic forums 
consider sharing their leadership role. When listserv participants are provided 
with opportunities to facilitate electronic conversation such responsibility 
encourages greater investment in and ownership of the discussion. Electronic 
listservs, designed with these considerations in mind, can provide forums for the 
kind of conversations which change mental models (O'Neil) and acutally enhance 
communication among the stakeholders in the student teaching experience. 
Selection and Evaluation of Cooperating Teachers 
"Philosophically, logically, practically, and where research is available, 
empirically, the cooperating teacher is the most influential component of the 
student teaching program and quite probably is one of the most influential 
individuals in the entire teacher education program" (Blocker & Swetnam, 1995, 
pp. 20-21). Despite the significance of the CT role, there is little research 
regarding the processes utilized in selecting classroom teachers for this all- 
important work (Blocker & Swetnam). 
Criteria commonly utilized in choosing CTs includes teacher experience 
(Brodbelt, 1980), administrative recommendations (Blocker & Swetnam, 1995), 
licensure in an area comparable to the ST'S field of study (Blocker & Swetnam), 
and a spirit of willingness (Brodbelt; Howey, as cited in Nagel, Driscoll, & 
Grirnala, 199 1 ). These typical selection procedures are characterized by Blocker 
and Swetnam as "lax" (p. 21), because "not all veteran teachers are equally 
qualified or interested in supporting a beginner" (Enz, 1992, p. 65). Selection 
(Nagel et al.) and evaluation (Connor & Killmer, 1995; Nagel et at.) of CTs 
constitutes an area of teacher education reform that has been largely ignored. 
In an attempt to better understand changes in the processes employed for 
selecting CTs, Blocker and Swetnam (1 995) examined the selection and 
evaluation practices of 14 teacher preparation institutions in a mid-western state. 
Specifically, Blocker and Swetnam wanted to know how CTs are chosen and 
evaluated, whether evaluation information is utilized to place future STs with 
specific CTs, and how selection and evaluation practices have changed over 
time. Data in the forms of a survey, content analysis of CT handbooks and 
evaluation documents, and telephone interviews with student teaching program 
directors was gathered from 13 responding institutions. 
In their interviews, student teaching program directors indicated the 
most important criteria in selecting CTs were recommendations from principals, a 
minimum of three years' experience as a classroom teacher, and evaluations of 
CT supervision of previous STs (Blocker & Swetnam, 1995). Although principals 
were perceived as most influential in selecting CTs, none of the surveyed 
institutions requested evaluation information regarding CT performance from 
building administrators. As well, only seven of the surveyed institutions utilized 
formal evaluation procedures (Blocker & Swetnam, 1995). Interestingly, only four 
program directors indicated they referred to evaluation information before making 
new student teaching placements. Directors of student teaching in the 
institutions which did not report maintaining records of CT performance indicated 
information about CTs is "known to them, and they remember it when making 
future placements" (p. 25). 
Classroom experience and interpersonal skills were ranked by student 
teaching program directors as the most important qualities of effective CTs. 
Training in supervision was not, however, a requirement for CTs working with 12 
of the 13 institutions. In fact, eight of the institutions offered no workshops or 
coursework in supervision of STs. 
It would appear that practices regarding the selection and evaluation of 
CTs in these surveyed institutions remain "rooted in tradition" (Blocker & 
Swetnam, 1995, p. 25). The authors of this study suggest one reason for this 
relatively lackadaisical approach to CT selection lies in a fear of damaging 
relationships with area schools by making processes more stringent. Such 
concerns should not prevent teacher preparation programs from examining the 
selection and evaluation processes currently utilized, options for CT training, and 
systems for acknowledging the important role CTs play in teacher preparat~on. 
"The supervising teachers who guide prospective teachers in their most 
important learning experience in teacher education must be thoughtfully and 
systematically selected, recognized, and rewarded by teacher education 
programs" (Blocker & Swetnarn, 1995, p. 27). 
Cooperatina Teacher Training 
While it is necessary for the student teacher to have the opportunity to 
observe a 'good' teacher for an extended period of time, it is also 
necessary that the cooperating teacher be a teacher-educator as well, in 
order to understand the needs of the student teacher and to plan and pace 
the experiences and responsibilities to the student teacher's needs and 
ability. (Blocker & Swetnam, 1995, p. 21) 
Building a supervisory relationship with STs is a complex task for which CTs are 
typically unprepared (Grimmett & Ratzlaff, 1986; Thies-Sprintall, 1986). 
"Although teacher education programs may recommend specialized training for 
cooperating teachers, the training is rarely required" (Blocker & Swetnam, p. 21). 
For instance, Chapter 77 of the lowa Code (1 993) identifies standards for 
teacher preparation programs and requires lowa institutions to provide CTs with 
an annual workshop of at least one day in length to address objectives for 
student teaching, responsibilities of the CT, and any other information the 
university "deems necessary" (lowa Code, $77.14(7)). Drake University offers 
orientation instruction to CTs prior to the beginning of each student teaching 
semester. However, attendance at this orientation is not required. Training in 
supervision is also not a prerequisite for CTs working with Drake University STs. 
Recommendations for Cooperating Teacher Trainina. Recommendations 
for CT training are prevalent in the literature (Wolfe, 1992). Copas (1984) 
proposes that the orienting, inducting, guiding, reflecting, cooperating, and 
supporting behaviors identified as effective by elementary STs serve as a 
framework for structuring a CT training curriculum. Suggested elements for CT 
training include observational data gathering (Connor & Killmer, 1995) and 
approaches to providing feedback (Wilkins-Canter, 1997; Connor & Killmer) and 
advice (Dunn & Taylor, 1993). Understanding of the clinical supervision process 
is critical, Wilkins-Canter argues, because CTs' own experiences with the 
process may be limited and modeling of clinical supervision by the US may be 
inadequate. 
An understanding of the characteristics (Williams, 1995), needs (Enz, 
1992), and preservice training experiences (Connor & Killmer, 1995) of beginning 
teachers is fundamental to effective CT supervision. Training in mentoring and 
interpersonal communication skills (Connor & Killmer; Wolfe, 1 992; Hoover, 
O'Shea, & Carroll, 1988) are also recommended. It cannot be assumed that 
CTs, or other members of the triad for that matter, possess the "skills and 
predisposition needed" to dialogue about teaching and the process of learning to 
teach at levels beyond the technical (Johnston, 1994, p. 81). 
In fact, some researchers call for mutual CT-ST training (Johnston, 1994; 
Smith. 1990). Mutual training offers opportunities for CTs and STs to identify and 
clarify their role expectations as well as develop skills for managing conflict 
(Shippy & Garland, 1991). Training for both CTs and STs also provides them 
with time to "communicate with each other regarding the purposes of student 
teaching and the goal of supervision" (Hoover, O'Shea, & Carroll, 1988, pp. 22- 
23). Moreover, such training may enable STs to participate more actively in the 
construction of their student teaching experience by requesting data and 
feedback on their teaching and developing their own professional goals (Wilkins- 
Canter, 1997). 
Efforts to prepare CTs for their role should particularly attend to classroom 
teachers at the secondary level (Killian & Mclntyre, 1988). In their study of the 
field experiences of both elementary and secondary preservice teachers, Killian 
and Mclntyre found a number of differences based on grade level regarding the 
types of activities and interactions in which these preservice teachers engaged. 
Killian and Mclntyre comment that "the early field experiences of the elementary 
field experience students appear to have been richer and to have contained more 
opportunities to practice the craft of teaching than did the experiences of the 
secondary majors" (p. 40). Based on their earlier research, Killian and Mclntyre 
note that although secondary CTs would benefit from training, they may also "be 
less likely than their elementary counterparts to participate" when training is 
made available (p. 40). 
Effects of Cooperating Teacher Traininq. There are positive effects 
associated with CT training (Borko & Mayfield, 1995). Wheeler found trained 
CTs provided "more specific feedback" (as cited in Borko & Mayfield, p. 51 6); 
Thies-Sprinthall noted training improved the active listening skills of CTs, CTs' 
implementation of various models of teaching, and autonomy (as cited in Borko & 
Mayfield); Painter and Brown documented enhancement of CT-ST 
communication as an outcome of CT training (as cited in Borko & Mayfield). 
Smith (1 990) studied STs' reports of present and ideal supervisory behavior 
before and after student teaching. Mutual CT-ST training and ongoing practice 
with the processes of clinical supervision increased STs' satisfaction with 
supervisory behaviors (Smith). 
Cooperating teacher training in supervisory techniques and experience in 
working with preservice teachers have significant effects on the types of 
experiences preservice teachers engaged in during field experiences (Killian & 
Mclntyre, 1985). The trained CTs in Killian and Mclntyre's study involved 
preservice teachers in whole group teaching earlier in the field experience and 
with greater frequency than untrained CTs. These trained CTs were more likely 
to spend greater time in planning with preservice teachers and provide more 
feedback, including critical feedback. Killian and Mclntyre found a negative 
correlation between CT experience and the likelihood that the CT would "discuss 
his/her own teaching and management" with the field experience student (p. 9). 
Cooperating teachers report personal and professional benefits from 
training (Clinard, Ariav, Beeson, Minor, & Dwyer, 1 995; Wilson, McCielland, & 
Banaszak, 1995). Cooperating teachers, working with the University of Californ~a 
- Irvine's professional development schools (PDS), received training in Cognitive 
Coaching and participated in monthly dialogue groups (Clinard et al, 1995). 
Assuming the title of "University Associate," these CTs reported that training and 
ongoing support accompanying their role impacted the teaching and learning 
activities in their classrooms (Clinard et al., p. 3). University associates also 
noted that training enhanced their professional confidence, "commitment to the 
development of quality teacher education," interpersonal skill, and "respect for 
the university faculty" (Clinard, et al., pp. 22-23). 
Supervision techniques, team-building, and biweekly meetings comprised 
the training of CTs working with the University of Alabama as "Clinical Master 
Teachers" (Wilson, McClelland, & Banaszak, 1995, p. 3). Multiple sources of 
data revealed clinical master teachers "experienced growth, particularly in their 
supervisory abilities" (Wilson et al., p. 7). Clinical master teachers evidenced 
increased "commitment to helping" their STs "succeed"; communication between 
STs and their clinical master teachers was more frequent, and feedback to STs 
increased (Wilson et al., p. 11). Not surprisingly, STs reported a preference for 
working with clinical master teachers. Clinical master teachers felt professionally 
empowered due, in part, to "their raised status among their colleagues" and the 
element of teaming central to the program's design (Wilson et al., p. 7). 
The training of CTs, it seems, produces desirable results. When CTs are 
able to effectively implement the supervision process, "its ideal purpose of 
helping teachers improve instruction" can be realized (Smith, 1990, p. 139). 
Enhanced teacher efficacy (Borko & Mayfield, 1995; Clinard et al. 1995; Wilson 
et al., 1995) and greater consistency in the quality of STs' field experiences 
(Killian & Mclntyre, 1988) are also possible with the implementation of CT 
training. 
Coanitive Coaching 
A feature of many CT training programs, Cognitive Coaching (Costa & 
Garmston, 1 994) is an approach to clinical supervision which emphasizes 
reflection. Employing a variety of nonjudgmental strategies, the cognitive coach 
mediates a teacher's thinking, assisting the teacher to become more aware of the 
internal thought processes guiding his/her teaching behavior. Garmston, Linder, 
and Whitaker (1 993) write: 
The ultimate goal of Cognitive Coaching is teacher autonomy: the ability 
to self-monitor, self-analyze, and self-evaluate. In early cycles of 
Cognitive Coaching, the coach must draw these capacities from the 
teacher, but as the cycles continue, a teacher begins to call upon them 
internally and direct them toward an area of personal interest. (p. 58) 
The coaching process involves four phases. In Phase I, the planning 
conference, the teacher clarifies hislher goals for the lesson, considers indicators 
of student achievement, and engages in mental rehearsal for the upcoming 
lesson. Following Phase II, observation of the teachingitearning experience, data 
collected by the cognitive coach serves as a reference for teacher reflection, 
Phase Ill. A variety of mediational strategies are utilized by the cognitive coach 
during the reflecting conference to assist the teacher in thinking about planned 
and experienced outcomes, as well as the link between hislher decision-making 
and student achievement. Phase IV provides the teacher with an opportunity to 
synthesize hidher thinking and comment on aspects of the coaching process that 
facilitated new levels of awareness. The application phase informs new action 
for both the teacher and cognitive coach. 
Costa and Garmston (1994) describe the coaching process as a map. "A 
map simply displays the territory, and travelers can choose different roads to get 
to their destinations" (p. 17). The four phases of Cognitive Coaching and their 
component parts are not a rigid sequence. In working with a teacher, the 
cognitive coach utilizes a variety of strategies to assist the teacher in fully 
exploring hislher thinking. Paraphrasing, mediational questions, goal setting, and 
desired-state leads are some of the tools upon which a cognitive coach draws 
(Costa & Garmston, 1993). 
Costa and Garmston (1 994) state that: 
Experience can bring change, but experience alone is not enough. 
Experience is actually constructed: compared, differentiated, categorized, 
and labeled. This allows the teacher to recognize and interpret classroom 
events, departures from routines, and novel occurrences. Thus, the 
teacher can predict the consequences of possible alternatives and 
activities. Without this conceptual system, the teacher's perception of the 
classroom remains chaotic. (p. 100) 
Costa and Garmston also note that "If teachers do not possess these mental 
capacities, no amount of experience alone will create them. It is through 
mediated processing and reflecting upon experience that these capacities will be 
developed" (p. 101) Cognitive Coaching is an approach to mentoring which 
offers MT's opportunities to help ST'S become more aware of the thinking guiding 
their preservice teaching experiences and to develop self-reflective skills. 
An examination of the student teaching literature shows that the role of the 
MT in the student teaching experience is rich and complex. Mentor teachers look 
to universities for information regarding their role, but also define their work with 
student teachers in light of their beliefs about the value of experience in learning 
to teach. Interactions with student teachers are shaped by a host of factors 
ranging from differences in role perception to approaches to providing feedback. 
While the literature emphasizes the pivotal part MTs play in the ST experience, it 
is also clear that quality of processes for selecting, preparing, and evaluating 
MTs varies widely. Those institutions implementing educational programs for 
MTs report a number of benefits for both MTs and STs. By "turning the mirror 
inward" (Senge, 1990, p. 9) and examining the facets of the MT role, a better 
understanding of the student teaching experience can be gained. 
CHAPTER 3 
Methodology 
Sample 
During the 1998-99 academic year, 122 MTs worked with Drake University 
STs. A total of 1 08 MTs for Drake University's Student Teaching Program 
participated in the study. The 108 MTs completing the survey constitutes an 
89% rate of return. 
Fifty-three MTs worked with Drake University STs during the fall 1998 
semester and 48 MTs returned the survey. The return rate for the fall 1998 MT 
group was 91 5%. In describing the ages of children with whom they work, 3 of the 
48 worked with preschool-age children, 17 taught at the elementary level, 10 
were middle school/junior high teachers, and 20 MTs taught at the high school 
level. The mean number of years fall MTs had taught was 20.02 years (standard 
deviation 9.07). The mean number of times fall MTs had worked with STs was 
7.64 times (standard deviation 6.36). The mean number of times fall MTs had 
worked with Drake University ST'S was 2.85 times (standard deviation 2.20). 
Sixty-nine MTs worked with Drake University STs during the spring 1999 
semester. Sixty MTs completed and returned the spring survey, constituting an 
87% return rate. Of those MTs responding in the spring semester, 12 subscribed 
to the listserv offered to spring MTs. Twenty-eight of the spring MTs worked with 
elementary-age children, 5 taught at the middle school/junior high level, and 29 
worked with high school students. None of the spring MTs worked with 
preschool children. The mean number of years spring MTs had taught was 
19.18 years (standard deviation 8.13). The mean number of times spring MTs 
had worked with STs was 5.54 times (standard deviation 4.46). The mean 
number of times spring MTs had worked with Drake University STs was 1.68 
times (standard deviation 1.21). 
Materials 
Survev. At the end of the fall 1998 and spring 1999 semesters, MTs 
completed a survey, reporting descriptive information about their teaching 
experience and service as a MT (see Appendix A). The instrument contained 
forced-choice and open-ended questions. Four items focused on demographic 
information: level of students taught, years in teaching, experience as a MT, and 
experience as a MT with Drake University. 
Mentor teachers were asked to note whether they utilized any of the forms 
of training and support provided by Drake University during the 1998-99 
academic year, or at any previous time. Respondents were then asked to rank 
the degree to which they found effective the following forms of training and 
support provided by Drake University: the Drake University Student Teaching 
Handbook, the MT orientation meeting, and the university supervisor. Spring 
MTs also responded to questions about the effectiveness of listserv discussion 
focusing on principles of Cognitive Coaching. Following each of the items about 
Drake University training and support, the survey offered open-ended questions 
inviting MTs to provide rationale for the ratings they assigned each form of 
training and support. 
Other survey items focused upon the degree to which MTs preferred 
utilizing mentoring behaviors in working with STs, the level of perceived difficulty 
related to issues associated with mentoring STs, and the degree to which they 
utilized a variety of sources of training and support for their role. The latter items 
utilized a forced-choice response format. In addition, MTs were asked to 
respond to open-ended questions about the manner in which they became 
involved in working with STs, their valuing of training for the MT role, and 
opinions about the delivery and frequency of MT training and support. Spring 
MTs were also invited to provide recommendations regarding the continuation of 
listserv support for their work with STs. 
Survev Letter. A letter stating the survey purpose and requesting 
response from MT recipients accompanied each instrument (see Appendix B). 
The letter provided information about the deadline for returning completed 
surveys and procedures for maintaining confidentiality. Mentor teachers were 
also invited to ask for a copy of survey results. 
Listserv. During the spring 1999 semester, an electronic listserv was 
established and made available for spring MTs to utilize. Designed to provide an 
electronic forum for discussing issues related to working with STs, spring MTs 
were encouraged to share expertise and experiences in mentoring STs, 
providing one another with a form of ongoing support between USs' visits. The 
listserv also focused on principles of Cognitive Coaching, and short messages 
highlighting coaching tips were posted by the researcher on a biweekly baas. 
These biweekly messages included the following topics: distinctions between 
J 
coaching and evaluating; building rapport with a ST; listening and paraphrasing 
as coaching tools to help STs reflect upon their own thinking; questioning for 
different purposes; the power of questions based on positive suppositions; and 
the planning conference, teaching event, and reflecting conference as elements 
of a coaching sequence. Each listserv message focusing on principles of 
Cognitive Coaching was followed by a series of questions, inviting MT 
subscribers' comments and suggestions. 
Listserv Instructions. During the spring 1999 MT orientation, MTs were 
provided with a set of directions for subscribing to the Spring 1999 Mentor 
Teacher Listserv (see Appendix C). Copies of these directions were mailed to 
each MT at the beginning of the spring semester and mid-way through the 
semester. Listserv directions provided instruction for subscribing to the listserv, 
reading listserv messages, responding to listserv messages, posting public 
comments on the listserv, sending messages to the listserv facilitator, and 
sending technical difficulty messages to the university listserv system operator. 
These instructions, written in step-by-step, non-technical language, also included 
several website addresses which the MTs were invited to access for additional 
resources pertinent to their roles as MTs. 
Listsew Subscription Letter. Following the spring 1 999 MT orientation 
meeting, a letter of invitation to participate in the listserv discussion was sent in 
the mail to all spring MTs (see Appendix D). The letter of invitation listed the 
purposes of the listserv discussion group and included directions for subscribing 
to the listserv. An additional follow-up letter was sent to MTs midway through the 
spring semester, reminding those who had not yet subscribed of the opportunity 
to participate in an electronic discussion with their colleagues. 
Design and Procedure 
During the fall 1998 semester, the researcher constructed a survey 
designed to gather self-reported information from MTs working with Drake 
University STs during the 1 998-99 academic year. Research findings from the 
literature on student teaching and the role of the CT, as well as the comments of 
a focus group, informed the development of survey items. 
The focus group, which met on September 22, 1998, was comprised of 
six experts. One member had experience as a US and served as the student 
teaching program coordinator. Two members were classroom teachers who had 
experience in working with Drake University's Student Teaching Program in the 
capacity of MT. Two members were Drake University faculty both of whom had 
served as USs for the program. One of these faculty members served as a US 
during the fall 1998 semester. The researcher was present during the focus 
group meeting and facilitated discussion which centered upon the research 
questions guiding this study. 
The survey was analyzed for clarity by a panel of eight USs working with 
the Drake University Student Teaching Program. The USs were all exper~enced 
classroom teachers and supervisors. One supervisor was a full-time faculty 
member for Drake University, and one served as an adjunct faculty member. 
Three USs were retired school administrators. Three supervisors were retired 
classroom teachers. 
Following revisions based on comment by the panel of USs, the survey 
was distributed to fall and spring MTs on November 9, 1998 and March 30, 1999, 
respectively. An envelope coding system was utilized to track return receipt of 
surveys. All MTs who did not return their completed surveys by the requested 
date received a personal telephone call asking for their assistance in doing so. 
Descriptive techniques were employed to analyze quantitative data. 
Responses to open-ended items were categorized and analyzed for themes. 
Frequency counts for each theme were calculated. 
CHAPTER 4 
Results 
Primary Evidence 
This study yielded findings regarding MTs' perceptions of Drake University 
training and support, preferences for mentoring behaviors, challenges in working 
with STs, and utilization of resources for their role in working with STs. 
Qualitative evidence from MTs' responses to open-ended questions provide 
contextual information, framing the quantitative results reported in this section. 
Effectiveness of Drake University Support. Mentor teachers responding to 
survey questions about the effectiveness of forms of training and support offered 
by Drake University rated each survey item on a Likert scale of one to five. A 
rating of one indicated the MT deemed the support to be not at all effective in 
equipping the MT for hidher role in mentoring STs. A rating of five signified that 
the form of Drake University support was very effective in preparing the MT for 
hislher role. Mean scores for both fall and spring MTs were calculated for each 
aspect of Drake University support. (See Table 1 .) 
Table 1 
Fall and Spring Mentor Teachers' Ratings of Drake University Support 
Effectiveness of Fall Mentors Spring Mentors Mentors' Average 
DU Support Means 
M SD N M SD N 
Effectiveness of 3.86 0.77 32 4.10 0.97 41 3.98 
DU orientation 
meeting 
Effectiveness of 3.77 0.94 44 3.84 0.85 46 3.80 
DU student 
teaching 
handbook 
Effectiveness of 4.06 1.003 25 4.23 0.86 29 4.14 
DU supervisor 
The responses of spring MTs were disaggregated by whether or not the 
participant reported subscribing to the listserv. Mean scores for spring MT 
listserv subscribers and non-subscribers were calculated. The results of the 
independent, two-tailed t-tests used to analyze differences in the responses of 
MT listserv subscribers and non-subscribers regarding effectiveness of Drake 
University support did not yield probability levels which are significant at the 0.05 
alpha level. Analysis of the responses of listserv subscribers and non- 
subscribers regarding effectiveness of Drake University support is reported in 
Table 2. 
Table 2 
Sprina Mentor Teacher Listserv Subscribers5 and Non-subscribers' Ratings of 
Drake Universitv Support 
Effectiveness Spring Mentor Spring Mentor d f t score 
of DU Support Non- Subscribers 
subscribers 
M N M N 
Effectiveness 4.09 32 4.14 7 37 -0" 6 2 
of DU 
orientation 
meeting 
Effectiveness 3.94 35 
of DU student 
teaching 
handbook 
Effectiveness 4.15 19 4.42 7 24 -0.70 
of DU 
supervisor 
Preferences for Mentorino Behaviors. Mentor teachers were also asked 
to mark on a continuum the degree to which they preferred utilizing behavior 
characteristic of mentoring approaches. Each mark on the continuum served as 
a point value from one to six. Points on the continuum moving toward behaviors 
more closely aligned with coaching and mentoring were designated as higher in 
point value. A mark immediately next to the coaching and mentoring behavior 
constituted a value of six. Mean scores for both fall and spring MTs were 
calculated in terms of the degree to which the groups reported a preference for 
utilizing mentoring behaviors. (See Table 3.) 
Table 3 
Fall and Spring Mentor Teachers' Preferences for Mentorina Behaviors 
Preferences for Fall Mentors Spring Mentors Mentors' Average 
Mentoring Means 
Behaviors 
7 
M SD N M SD N 
Share decision- 4.25 1.41 48 4.13 1.46 58 4.19 
making 
Ask questions to 3.97 1.53 48 3.68 1.47 58 3.82 
promote reflective 
dialogue 
Promote 3.43 1.36 48 3.79 1.28 58 3.61 
experience as 
discovery 
Provide frequent, 4.80 1.30 48 4.81 0.96 58 
descriptive 
feedback 
Dialogue about 2.96 7-35' 48 2.99 1.45 58 
theories and 
principles 
underlying 
decisions 
Consider student 4.68 1.27 48 4.40 1.44 59 
teacher's 
developmental 
level 
The responses of spring MTs were again disaggregated by whether or not 
the participant reported subscribing to the listserv. Mean scores for spring MT 
listserv subscribers and non-subscribers were calculated. The results of the 
independent, two-tailed t-tests used to analyze differences in the responses of 
MT listserv subscribers and non-subscribers regarding preferences for mentoring 
behaviors did not yield probability levels which are significant at the 0.05 alpha 
level. Analysis of the responses of listserv subscribers and non-subscribers 
regarding preferences for mentoring behaviors is reported in Table 4. 
Spring Mentor Teacher Listserv Subscribers' and Non-subscribers' Preferences 
for Mentoring Behaviors 
for Mentoring Non- Subscribers 
Behaviors subscribers 
M 6.1 9\11 N . . 
Share 4.21 46 3.54 12 56 1.37 
decision- 
making 
Ask questions 3.53 46 4.41 12 56 -1.86 
to promote 
reflective 
dialogue 
Promote 3.72 46 3.66 12 56 
experience as 
discovery 
Provide 4.71 46 5.20 12 56 
frequent, 
descriptive 
feedback 
Dialogue 3.09 46 2.58 12 
about theories 
and principles 
underlying 
decisions 
Consider 
student 
teacher's 
develop- 
mental level 
Chailenqes In Workina With Student Teachers. Mentor teachers in the fall 
and spring noted on a scale of one to four the degree to which they found 
challenging aspects of working with STs. On the scale, an item rated as a one 
was not at all challenging. An item marked as a four was very challenging. 
Mean scores for both fall and spring MTs were calculated. (See Table 5.) 
Fall and Spring Mentor Teachers' Challenaes in Working with Student Teachers 
Means 
M SD N M SD N . - .  
Develop personal 1.56 0.82 48 
and professional 
relationship w/ ST 
Pace experience to 2.00 0.83 48 1.86 8.71 59 1.93 
match ST 
development 
Allow ST to try new 1.58 0.77 48 1.68 0.68 58 
strategies 
Use variety of 2.02 0.84 48 2.01 0.82 59 
observation 
techniques 
Provide ongoing 2.04 0.90 48 2.41 1.08 58 
written feedback 
Provide 1.60 0.68 48 1.77 0.87 59 
constructive 
criticism 
Ask questions to 1.58 0.74 48 1.72 0.76 59 1.65 
engage ST in 
reflective dialogue 
Utilize the clinical 2.00 0.80 48 2.00 0.95 59 2.00 
supervision 
process 
Conference daily 1.35 0.64 48 1.54 0.73 59 1.44 
with the ST 
Participate in 1.47 0.85 48 1.62 0.87 59 1.54 
conferences with 
ST and US 
Other 2.83 1.61 3 3.00 1.00 3 2.91 
The responses of spring MTs regarding the degree to which they found 
challenging issues in working with STs were analyzed separately according to 
listserv subscription status. Mean scores for spring MT listserv subscribers and 
non-subscribers were calculated. The results of the independent, two-tailed t- 
tests used to analyze differences in the responses of MT listserv subscribers and 
non-subscribers regarding challenges in working with STs did not yield 
probability levels which are significant at the 0.05 alpha level. Analysis of the 
responses of listserv subscribers and non-subscribers regarding challenges in 
working with STs is reported in Table 6. 
Sprincr Mentor Teacher Listserv Subscribersy and Non-subscribers' Challenges in 
Working with Student Teachers 
Non- Subscribers 
subscribers 
M N M N 
Develop 1.36 47 1.83 12 57 -1.93 
personal and 
professional 
relationship wl 
ST 
Pace 1.82 47 
experience to 
match ST 
develop- 
mental level 
Allow ST to try 1.63 47 
new strategies 
Use variety of 2.02 47 
observation 
techniques 
Provide 
ongoing 
written 
feedback 
constructive 
criticism 
Ask questions 1.68 47 
to engage ST 
in reflective 
dialogue 
Utilize the 2.00 47 
clinical 
supervision 
process 
Conference 1.53 47 
daily with ST 
Participate in 1.61 47 
conferences 
W/ ST and US 
Other 4.00 1 2.50 2 1 1.73 
Resource Utilization. Fall and spring MTs rated the degree to which they 
utilized a variety of resources in constructing and enacting their roles in working 
with STs. For each resource listed, MTs rated the item on a scale of one to four. 
A resource designated with a one was not utilized by the MT. Resources marked 
with a four were utilized extensively by the MT. Mean scores for both fall and 
spring MT groups were calculated. (See Table 7.) 
Fall a n d  Sprina Mentor Teachers' Utilization of Resources for Their Role 
Resource Fall Mentors Spring Mentors Mentors' Average 
Utilization Means 
M SD N M SD N 
DU Orientation 1.88 0.93 45 2.10 1.05 60 1.99 
DU Handbook 2.46 0.71 47 2.40 0.87 60 2.43 
DU Supervisor 2.31 0.78 47 2.20 0.84 60 2.25 
Own ST 2.85 0.98 47 2.75 1.02 60 2.80 
experience 
Colleague wl MT 2.34 1.04 47 2.1 1 0.92 60 2.21 
experience 
Own MT 3.1 5 0.99 46 3.01 1.10 58 3.08 
experience 
Administrator 1.59 0.71 47 1.58 0.67 60 1.59 
Graduate 2.10 1.00 47 1.75 0.95 60 1.92 
coursework 
Staff development 1.97 0.94 47 1.98 0.89 60 1.98 
Reading 2.14 0.91 47 1.83 0.91 60 1.98 
Technology 1.45 0.69 46 1.38 0.64 59 1.41 
Other 4.00 NA 4 4.00 NA 1 4.80 
The responses of spring MTs regarding the degree to which they utilized 
resources in working with STs were analyzed separately according to listserv 
subscription status. Mean scores for spring MT listserv subscribers and non- 
subscribers were calculated. The results of the independent, two-tailed t-tests 
used to analyze differences in the responses of MT listserv subscribers and non- 
subscribers regarding resource utilization did not yield probability levels which 
are significant at the 0.05 alpha level. Analysis of the responses of listserv 
subscribers and non-subscribers regarding resource utilization is reported in 
Table 8. 
Table 8 
Sprina Mentor Teacher Listserv Subscribers' and Non-subscribers' Utilization of 
Resources for Their Role 
Resource Spring Mentor Spring Mentor d f t-sco re 
Utilization Non- Subscribers 
Subscribers 
DU 
Orientation 
DU Handbook 
DU 
Supervisor 
Own ST 
experience 
Colleague w/ 
MT 
experience 
Own MT 
experience 
Administrator 
Graduate 
coursework 
Staff 
development 
Reading 
Technology 
Other 
Data Analvsis 
Effectiveness of Drake University Support. All MT groups reported that 
the traditional forms of support offered by Drake University in the forms of a MT 
orientation meeting, ST handbook, and university supervisor, were moderately 
effective to effective in equipping them for their role in working with ST'S. (See 
Tables 1 and 2.) There were no significant differences among the ratings 
assigned to each type of Drake University support among spring MTs who either 
subscribed, or did not subscribe, to the MT listserv. (See Table 2.) 
Qualitative responses from 12 fall and 10 spring MTs regarding the Drake 
University MT orientation meeting noted a general level of satisfaction with the 
way the meeting addressed expectations for STs and MTs. A total of 16 MTs 
providing qualitative responses noted that the orientation meeting met their 
needs for information about the student teaching calendar and university 
procedures. One MT wrote, "Appropriate setting for Drake to dispense common 
information. Allows mentor teacher to interact with Drake staff face to face. 
Allows for clarification of any expectations." Of the 11 MTs expressing the view 
that the orientation meeting was too general, one MT wrote, "Because I attended 
with my very first mentoring program, I would have liked more guidance in ways 
to deal with student teacher problems. It was more information on filling out 
forms." 
When asked to explain their rating of the effectiveness of the Drake 
University Student Teaching Handbook, 13 MTs expressed appreciation for the 
handbook's format and organization. Twenty-three MTs noted they used the 
handbook as a source of information regarding their role and the role of the ST. 
Twenty-four MTs reported referencing the handbook for information about 
evaluation forms and timelines. Those MTs who said they did not utilize the 
handbook extensively during the student teaching semester indicated they were 
already familiar with procedures based on their past experiences as MTs . One 
MT wrote, " 1  didn't use it much because most of the time I utilized the supervising 
instructor." 
Though there were slight differences in the mean ratings assigned to each 
form of support, all groups of MTs ranked the US as most effective in providing 
training and support for their mentoring role. In providing an explanation for their 
ratings of US effectiveness, 27 fall and spring MTs reported they viewed the 
supervisor as a colleague who provided them with support by clarifying university 
procedures and confirming MTs' individual assessments of ST performance. A 
fall MT wrote, "She reinforced my observations. I know if I would have had any 
concerns I wasn't sure how to handle, the supervisor is someone I could turn to." 
Fourteen MTs indicated that USs' approachability and listening skills were key to 
enhancing the MT-supervisor relationship. Five MTs identified the US as an 
ineffective resource, attributing the ineffectiveness to infrequency of 
communication, 
Preferences for Mentorinu Behavior. Mentor teachers in both fall and 
spring groups reported slight preferences for all but one of the mentoring 
behaviors listed on the survey. (See Tables 3 and 4.) Mean scores calculated 
for MT responses indicate that MTs prefer to share decision-making about the ST 
experience with their STs and feel it is somewhat important to ask STs questions 
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in order to promote reflective dialogue about teaching and learning. Mentor 
teachers responding to the survey preferred to promote experience as a way of 
discovering effective classroom practices as opposed to modeling techniques 
which STs should replicate. Aspects of working with STs which MTs most 
preferred included providing STs with frequent, descriptive feedback and pacing 
the ST experience in accordance with STs' developmental levels. 
Mentor teachers ranked as least preferred the mentoring behavior of 
discussing with STs the theories and principles underlying teaching decisions. 
One MT wrote, "[Student teaching is] time for practice, [sic] too much theory," 
MT's reported a greater preference for focusing individual ST'S attention on 
improvement of hidher teaching and management skills. There were no 
significant differences in the self-reported preferences for mentoring behaviors 
among the spring MT listsew subscribers and non-subscribers. (See Table 4.) 
Challenaes in Workina with Student Teachers. Mentor teachers in both 
fall and spring groups reported that, of the issues in working with STs listed, each 
was not at all, or somewhat, challenging. Among the issues rated as least 
challenging were developing a personal and professional relationship with the 
ST, allowing the ST to try new strategies, providing constructive criticism, 
conferencing daily with the ST, and participating in conferences with ST triad 
members. Fall and spring MTs rated as somewhat more challenging utilization of 
a variety of observation techniques, prov~ding the ST with ongoing, written 
feedback, and employing the clinical supervision process. There were no 
significant differences among the responses provided by spring MTs who 
subscribed to the listserv and those who did not subscribe. (See Table 6.) 
Resource Utilization. Mentor teachers in both the fall and spring 
semesters rated the traditional forms of support offered by Drake University, 
including the MT orientation meeting, the ST handbook, and university 
supervisor, as moderately effective in equipping them for their mentoring role. 
However, when asked to rate the degree to which they utilized Drake University 
supports as sources of information in working with STs, the mean responses of 
all MTs show that they relied upon the MT orientation meeting, handbook, and 
university supervisor only occasionally. Mentor teachers reported utilizing other 
sources of information more extensively in making decisions about their work 
with STs. A colleague with experience as a MT and the MT's own ST experience 
were rated by MTs as among the most important resources for their role. Among 
both fall and spring MTs the resource upon which the MTs reported drawing most 
extensively, was their own prior experience as MTs. In a qualitative response, 
one fall MT wrote, "The handbook was effectivelhelpful, however, my own 
experience and common sense is how I based what I thought my student teacher 
needed to cover." Of least importance as resources were administrators, 
graduate and staff development coursework, technological sources, and reading. 
No significant differences among spring listserv subscribers and non-subscribers 
were found in terms of resource utilization. 
involvement with Student Teaching. When asked to explain how they 
became involved in working with STs, 47 fall MTs and 65 spring MTs responded 
to the open-ended question. Thirty-eight of the fall MTs and 44 of the spring MTs 
reported that their work with STs began when they were approached by a 
principal, district-level administrator, or university personnel. Nine fall MTs and 
19 spring MTs expressed the view that working with STs was a personal interest 
and professional responsibility. One spring MT responded, "I felt it was a way to 
give back or contribute to the profession. I truly get as much as I give in this 
experience." 
Mentor Teachina Trainina. A total of 34 MTs, in both fall and spring 
groups, reported that MT training was very important to them. Thirteen MTs felt 
the level of training and support currently offered by Drake University was 
satisfactory, while 11 MTs reported that training for their role was not important. 
Nine of these MTs expressed the view that experience as a MT was key. A 
spring MT wrote, "I think most of what I do now comes from experience. I 
learned technique from dealing with poor student teachers. Experience is the 
best training." Fourteen MTs in the fall and spring groups reported that training 
was not relevant to their role and, instead, should be directed toward the STs 
with whom they were working. For these MTs, the term, training, seemed to 
have a negative connotation. 
When asked to list issues they would like to see addressed in MT training 
and support, MTs noted a wide variety of topics. Training topics cited by a 
minimum of five MTs include observation, feedback, and evaluation skills, as well 
as handling concerns with STs. Five MTs suggested that classroom teachers 
working with STs for the first time receive more comprehensive training, and that 
quick "refreshery' types of workshops be made available to experienced MTs. A 
fall MT thought Drake University should "require first-time mentors (to attend 
training), or don't give them a student teacher." One spring MT wrote, "I think 
training options should be available for those who wish to utilize them - but for 
me, my own experience, and my interactions with the supervisor and colleagues 
is most valuable when discussing mentoring issues." 
In terms of delivery, seven MTs expressed an interest in receiving training 
through conversations and interactions with USs. One MT wrote, "Closer contact 
with the supervising teacher. They should observe mentor; it may explain some 
of the methods they see being developed in the student teacher." Another MT 
echoed the notion of MT training facilitated by USs in hislher response. This MT 
suggested, "Maybe the Supervisor [sic] could have a mini training prior to the 
placement." 
Comments of Listserv Subscribers. Spring MTs subscribing to the listserv 
expressed general dissatisfaction with the lack of traffic on the listserv and 
wished information on the listserv had included more tips with which the mentors 
were not already familiar. One MT said, "Good info. that was presented, but not 
necessar~ly "new" or different from what I have or would have used in the past." 
Twelve MTs providing responses to open-ended questions about the 
listserv indicated that access to e-mail and ongoing time constraints were issues 
related to their participation. One wrote, "I have to admit that I enjoyed the things 
I read on the listserv, but did not participate on-line myself. I think having a 7 
week student teacher made for a faster pace and less time for the listserv." In a 
comment about the listserv as an addition to an already full schedule, one MT 
said, "Most teachers are too busy to read their own e-mail. Many do not have 
computers in their rooms. For me, it was an issue of time." Another MT stated, 
"This program should be very helpful, but I didn't use it, because I don't have 
access to e-mail; however, I strongly feel the program should be continued and 
expanded in order to strengthen communication among all involved individuals." 
Spring MTs subscribing to the listserv offered a number of suggestions to 
improve the listserv as a resource for classroom teachers working with STs. One 
MT suggested creating a web page for MTs with a chat room for discussion of 
issues related to student teaching and links to web pages for educators. Two 
MTs suggested including reminders regarding important dates in the student 
teaching semester. Another MT suggested that listserv information be made 
available in other formats to those MTs without readily available access to e-mail 
or the Internet. 
CHAPTER 5 
Discussion of Results 
Discussion of Results 
The MTs in this study represent a limited sample and findings based on 
their responses cannot be generalized. Further, participation in the spring 
listserv discussion group was minimal and sporadic among the thirteen MTs who 
reported subscribing to the electronic forum. A number of these MTs reported 
technical difficulty in subscribing to and/or receiving continuing access to 
messages posted on the listserv. The researcher discovered at the close of data 
collection that the university system responsible for maintaining electronic forums 
did not have staff personnel assigned to this area during the spring 1999 
semester. Consequently, technical maintenance of the listserv system did not 
occur on a consistent basis when the MT listserv was operational. Despite these 
considerations, the results of the study are instructive as to the self-reported 
preferences of this group of MTs. 
Effects of Listserv Discussion Group Participation. The null hypothesis 
posited in Chapter1 is not disproved. Spring MTs subscribing to the listserv 
discussion group did not differ significantly from their non-subscribing colleagues 
in terms of their valuing of the forms of training and support offered by Drake 
University. Self-reported preferences for behaviors characteristic of mentoring 
approaches, the degree of challenge associated with aspects of working with 
STs, and utilization of resources for their role were similar among listserv 
subscribers and non-subscribers. Therefore, participation in electronic listserv 
discussions did not effect significantly the self-reported perceptions of spring 
M l s *  
Similarities Among Partici~atina MTs and the Findinas - About MTs From 
Other Research. Mentor teachers surveyed in the fall and spring semesters of 
the 1998-99 academic year share remarkably similar views regarding the types 
of training and support offered by Drake University, the approaches utilized in 
their role in working with STs, the challenges in working with STs, and the types 
of MT resources upon which they are likely to draw. Survey responses from the 
MTs participating in this study evidence similarity to the findings about CTs in 
other studies. The majority of fall and spring MTs responding to an open-ended 
survey question about the ways in which they became involved in working with 
STs explained their initial work with STs as resulting from the request of a 
principal or district-level administrator. Findings from numerous studies and 
expert commentary indicate that the principal plays a chief role in selecting those 
classroom teachers who will work with STs (Blocker & Swetnam, 1995; Brodbelt, 
1980; Nagel et al., 1991). 
Mentor teachers participating in this study, responding to both closed and 
open-ended response items, valued information regarding their role in working 
with STs. Information regarding role responsibilities and university expectations 
was also important to the teachers featured in research by Williams et al. (1 997) 
and Koerner (1 992). MTs surveyed in the fall and spring semesters considered 
the US to be a support in connecting university expectations with the MT's 
definition of hidher role and confirming the MT's assessment of ST performance. 
Positive views of the US as a liaison affirming the MT's work are reflected the 
comments of teachers in Koerner's (1 992) study. These CTs expected university 
communication regarding their work with STs to be reciprocal. 
In enacting their role as MT, teachers surveyed in both the fall and spring 
semesters expressed a preference for focusing ST attention on the technical 
aspects associated with improving teaching and management skills over 
conversing with STs about theories and principles underlying decisions about 
teaching and management issues. Woven throughout the qualitative responses 
i 
of MTs were references to helping STs learn about the real world of teaching. 
Nagel et al. (1 991, p. 10) notes that "neglecting the theory and knowledge 
presented in the university program" is not uncommon as teachers strive to help 
STs learn the technical elements of classroom routine and procedure. Echoing 
the findings of Richardson-Koehler (1 988), MTs in this study viewed the student 
teaching experience as a time to develop practical skill. This view of student 
teaching replicates the desires of STs themselves who "search for recipes" and 
have "a dominant concern with methods of classroom discipline" (Johnston, 
1994, p. 78). Johnston further writes, "These implicit needs preclude the desire 
for theory" (p.78). 
Mentor teachers surveyed as part of this study expressed the belief that 
experience in working with STs was paramount in informing their mentoring. 
Second in importance was the MTs' own student teaching experience. A 
reliance on previous work with STs and recollection of one's own field 
experiences were found to be important sources of information for teachers 
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studied by Koerner (1 992), Lortie (1 975), and Richardson-Koehler (1 988). 
Training for the role and responsibilities associated with mentoring STs 
elicited a wide range of responses from MTs surveyed. The belief that 
experience as a MT was of utmost importance was a dominant theme. When 
listing training topics and forms of scheduling and delivery, MTs noted a variety 
of options. Training in observation techniques and problem solving with STs 
were among the most frequently cited topics. In terms of delivery, MTs 
expressed interest in working more closely with the US, suggesting that the US 
was positioned to most effectively provide information as needed. Variation 
among teachers' valuing of different forms of training and support was echoed in 
a study by Korinek (1 989). Korinek noted that in terms of topic, scheduling, 
delivery, and incentive systems, commonality among teachers surveyed in her 
study could best be described as an expressed interest in variety. Mentor 
teachers in this study appear to hold similar beliefs about the importance of 
variety and choice in MT training. 
Recommendations 
Classroom teachers working with STs value direction in defining their role 
and expect universities to provide them with information regarding their 
responsibilities. Mentor teachers also actively construct their own definitions of 
their role in mentoring STs. Consequently, they seek communication with 
university personnel that is interactive and reciprocal. 
Provide Mutual Traininq for Both Mentor Teachers and Student Teachers. 
A recommendation based on the findings from this study and a review of the 
literature is that Drake University provide time for MTs and STs to receive mutual 
training regarding role expectations and the supervision process (Smith, 1990). 
Mutual training offers a number of potential benefits for both MTs and STs. 
University training for MTs and STs provides a framework for establishing 
common understandings about the goals of student teaching and the role of the 
MT (Enz & Cook, 1992). Enz & Cook suggest that discussions among MTs and 
STs are beneficial because "[ildentifying areas of harmony or dissonance about 
the role of the cooperating teacher by both parties is critical for the success of the 
developing professional" (p. 14). Shared role expectations are among the 
conditions enabling MTs and STs to more effectively work through situations of 
conflict (Garland & Shippy, 1 990). 
Through mutual training, participating MTs and STs receive needed time 
to establish collegial, supportive relationships (Smith). Lemma (1993) notes that 
MTs often view student teaching as an opportunity to learn from their STs. Enz 
and Cook (1 992) characterize this notion of mutual, reciprocal learning as an 
important aspect of adult relationships. Grounding training for MTs and STs in 
the development of shared role expectations and mutual learning also 
encourages STs to take a more active role in their internsh~p experience (Wilkins- 
Canter, 1997). 
Provide Options for MT Orientation and Trainina. The student teaching 
literature abounds with examples of the need for and arguments in favor of 
training of classroom teachers who work with STs. Mentor teachers participating 
in this study represented a diverse group in terms of their teaching background, 
experience in working with STs, and reasons for serving as MTs. Within the 
group of surveyed MTs, there was also variation in responses to questions 
regarding challenges, resources, and the effectiveness of Drake University 
support in carrying out their mentoring role. Variation in MT experience and 
preference for forms of training and support suggests that one approach will not 
adequately address the range of skills and needs MTs bring to their work with 
STs (Korinek, 1989). 
Based on the findings from this study, it is recommended that Drake 
University examine its current practice of offering one-time MT orientation prior to 
the beginning of each ST semester. Mentor teachers surveyed in this study 
expressed dissatisfaction with the scheduling of the MT orientation sessions at 
one after-school time. Several MTs suggested that Drake provide orientation 
options which would allow classroom teachers to select a time frame conducive 
to thelr schedules. 
A related recommendation involves providing different training and 
orientation content for first-time and experienced MTs. Mentor teachers in this 
study who had experience in working with Drake University STs noted in 
qualitative responses that, while they found the orientation meeting to be 
generally helpful, the content of the orientation session was similar to that of 
orientation meetings held during previous years. These MTs suggested that the 
type of information currently presented during orientation might be most helpful to 
classroom teachers working with a Drake University ST for the first time. 
Providing first-time MTs with training and orientation offers the opportunity, not 
only to inform, but also to more powerfully shape subsequent mentoring practice 
(Dunn & Taylor, 1993; Killian & Mclntyre, 1985). 
Orientation and training content for experienced MTs which delves into the 
accomplished use of supervision and mentoring approaches positions such 
sessions as a professional development opportunity as opposed to a routine 
element in the schedule of the ST semester. Model programs, such as the 
Clinical Master Teacher Program at the University of Alabama (Wilson et al., 
1995) and the University Teaching Associate Program at the University of 
California-lrvine (Clinard et al., 1995), reported positive outcomes regarding the 
professional development of classroom teachers participating in their training and 
support sessions. Classroom teachers working with STs in both programs noted 
enhanced professional status among their colleagues as a result of program 
training and support. Teachers participating in program training expressed 
increased confidence in their use of supervision techniques and ability to reflect 
on their own practice. Teachers felt empowered in their work with STs, and STs 
preferred working with the MTs involved in these training and support programs. 
Killian and Mclntyre (1 988) found differences in the ways elementary and 
secondary teachers structured field experiences for preservice teachers. 
Generally, elementary teachers provided field experiences which allowed 
preservice educators greater and more varied opportunities to teach both small 
and large groups of students. Elementary teachers also conferenced with their 
STs more frequently after these teaching episodes. The work of Killian and 
Mclntyre suggests that the content of MT orientation and training may also need 
to be qualitatively different for educators at elementary and secondary levels. 
Cognitive Coaching In Mentor Teacher Training. While orientation and 
training for MTs should allow for some flexibility in scheduling and variation in 
mentoring experience, it is recommended that Drake University provide all MTs 
training in Cognitive Coaching (Costa & Garmston, 1994). Coaching is a key 
feature of MT training in model programs such as the University Teaching 
Associate Program at the University of California-lrvine (Clinard et al., 1995). 
Providing MTs with training in Cognitive Coaching has the potential to positively 
impact MTs, STs, and children in classrooms. 
Coaching is elemental to effectively managing the complex process of 
supervising STs (Hoover et al., 1988). Mentor teachers skilled in coaching make 
their professional knowledge visible while helping STs think about "increasing the 
correspondence between practical theory and the actual teaching" (Franke & 
Dahigren, 1996, p. 628). Coaching strategies also shape the ways in which MTs 
provide STs with feed back. Coaching-oriented feedback assists STs with 
developing frames of reference for interpreting classroom events and reflecting 
upon these events in more expert ways (Gonzalez & Carter, 1996). Student 
teachers view ongoing coaching as a satisfactory supervisoly behavior (Smith, 
1 990). 
Coaching strategies also hold the potential to inform the work and thinking 
of the MT. Garmston, Linder, and Whitaker (1993) noted that coaching 
conferences with experienced teachers produced shifts in thinking. These shifts 
were characterized by movement from intuitive thinking and a search for right 
answers to a greater awareness of the principles and motivations underlying 
practice. Coaching, therefore, offers MTs with an opportunity to inquire into their 
own views of the process of learning to teach. Such examination may produce 
alternatives to the commonly held belief that learning to teach is merely an 
outcome of experience. Teachers participating in the University of California- 
lrvine program reported a greater commitment to their work with STs after 
participating in program training which included a component on Cognitive 
Coaching (Clinard et al., 1995). 
Provide Onqoina Support. Mentor teachers require ongoing support after 
orientation and training (Duquette, 1994; Lemma, 1993). Model programs offer 
ongoing support of MTs in a variety of ways. The University of Ottawa and the 
University of Alabama offer regularly scheduled meetings throughout the ST 
period for MTs to meet with one another and university faculty (Duquette; Wilson 
et a]., 1995). These meetings provide MTs with time to communicate with 
university personnel, solve problems collaboratively, and provide general support 
for one another. The University of Georgia model (Graham, 1997) includes 
exchange of information among university faculty and MTs regarding on-campus 
curriculum throughout the year-long ST placement. Program coordinators at the 
University of Georgia also utilize a weekly newsletter, quarterly meetings, and e- 
mail to foster communication with, and among, MTs. 
It is recommended that Drake University establish forms of ongoing 
support for MTs. Certainly MTs in this study viewed the US as a connection to 
the university throughout the student teaching semester. However, those MTs 
rating the US role as less than effective in supporting them in their work 
frequently ascribed their rating to a lack of communication with the US. It would 
seem that the US, visiting a minimum of six times during the ST semester, may 
not be able to meet all MT needs for support and university communication. 
An electronic newsletter, bulletin board, or listserv are among the range of 
possibilities for providing Drake University MTs with additional sources of 
information and support while they work with Drake STs. Though the listserv 
featured in this study did not impact the beliefs of spring MTs, qualitative 
responses of listserv participants indicated they felt listserv communication 
should be continued. Forms of ongoing support provided through electronic 
media should be pursued with the caveat that not all classroom teachers have 
readily available access to technological resources such as e-mail accounts. 
Mentor teachers commenting on this problem in their qualitative survey 
responses suggested that information provided electronically be sent in hard 
copy form to those teachers without access to e-mail. 
Redesian the US Role. Studies on the efficacy of the US role indicate a 
mixed set of findings. A fixture of student teaching programs, the US often 
enters into hisiher supervisory responsibilities with an ill-defined role (Williams et 
al., 1997). In constructing a working definition of the US role, supervisors often 
experience conflict as they consider competing obligations to the ST, MT, 
university, and profession (Slick, 1997). Additionally, the US enters classroom 
settings as an outsider. Classroom teachers may view the supervisor as 
someone with little experience and knowledge of the situation within which the 
ST is working (Veal & Rikard, 1998). For these, and other, reasons, researchers 
suggest that the US role be redefined (Borko & Mayfield, 1995; Veal & Rikard, 
1 998; Richardson-Koehler, 1 988). Borko and Mayfield believe the US is 
positioned to provide the kind of supervisory training which would equip 
classroom teachers to more effectively serve as mentors and evaluators of the 
STs working in their classrooms. 
It is recommended that Drake University examine the possibility of offering 
MT training and support through the experienced educators currently serving as 
USs. Mentor teachers surveyed in this study expressed an interest in more 
communication with the supervisors assigned to their STs. Utilizing USs as 
trainers and coaches holds the potential for fostering ongoing communication 
and collaboration among the members of the ST triad (Nagel et al., 1991). Such 
an approach would also allow student teaching program personnel to offer MT 
training and support options of greater variety and flexibility. 
Ask for Mentor Teacher Input. It is also suggested that MTs be involved in 
the design and implementation of the recommendations described in this section. 
The high rate of return for fall and spring MT surveys would appear to indicate a 
degree of MT investment in Drake University's student teaching program and a 
desire to have impact upon the quality of teachers entering mentors' chosen 
profession. Obtaining MT input and involving MTs in student teaching program 
changes is in keeping with findings from other studies (Koerner, 1992; Graham, 
1 997). 
Recommendations for mutual MT-ST training, flexibility in MT training 
options, training in Cognitive Coaching, provision of ongoing support, utilization 
of the USs as "trainers of trainers," and involvement of MTs in implementation 
are derived from the findings of this study and other cited research. At their core, 
each of these recommendations is designed to build communities of experienced 
teachers who base their practice on research (Martin, 1997) and "norms of 
collegiality" (Richardson-Koehler, 1 988, p. 33). Fostering the professional 
development of MTs through training from and collaboration with university ST 
programs presents the profession with powerful opportunities to reshape ways in 
which preservice teachers learn to think about their craft. 
Implications for Further Research 
The findings of this study and implementation of the recommendations as 
set forth in the previous section have implications for further research. Mentor 
teachers bring to their work with STs a wide variety of experiences which shape, 
not only their beliefs about mentoring STs, but also views regarding the value of 
sources of training and support for their role. A single intervention, such as the 
listserv employed in this study, is not likely to meet, in meaningful ways, the 
needs of all MTs. Additional study is required regarding the interaction among, 
and impact of, coordinated, seamless sources of MT support. It would also be 
valuable to understand how MT input and choice regarding training and support 
for their work with STs affects their beliefs about the value of these approaches 
to training and support. 
The training needs of first-time mentors may differ from the types of 
support experienced MTs find valuable. Further study regarding the needs of 
novice and experienced MTs needs to be done. Such study might also address 
questions about the effects of training for first-time mentors on their subsequent 
work with STs. 
Mentor teachers in this and other studies seem to view experience as a 
valued end, in and of itself, to student teaching. In citing the importance of 
experience, MTs also appear to devalue the need to help STs connect daily 
practice to underlying theory and principles. Cognitive Coaching is deemed to 
have benefits for both the coach and coachee in terms of making underlying 
assumptions apparent. An additional area of research suggested by the findings 
of this study lies in the area of Cognitive Coaching's potential impact upon MTs 
who utilize coaching strategies with their STs. In what ways do coaching 
conferences help MTs become aware of the principles upon which they draw in 
making teaching decisions? Do teachers who employ coaching techniques 
experience a shift in their thinking regarding the importance of helping STs 
connect theory and practice? 
Finally, it has been suggested that the US role be redefined to include 
facilitation of MT training. Investigation about the impact of MT training 
conducted by USs will be important. Related inquiry into US preparation for 
training responsibilities and changes in MT-ST-US relationships should be 
pursued. 
Conclusion 
The introduction of this study began with the story of a young scholar 
seeking a greater understanding of fruit. The scholar sought the advice of an 
expert, who sent him on his journey with a map of the route. The detailed 
directions given by the well-intentioned and knowledgeable merchant did not 
provide the scholar with guidance for interpreting his experience. As a result, the 
young man's taste of apple blossoms in the springtime orchard resulted in 
fundamental misconceptions about the flavor and appearance of fruit. The 
merchant, with training and an understanding of the limitations of experience 
without guided interpretation, may very well have conducted his interactions with 
the scholar differently. As such, the story provides a tidy metaphor for the 
importance of MT training and the potential impact of MT training on the student 
teaching experience. 
The MT role requires a complex set of skills and dispositions extending 
beyond mere modeling of teaching technique. Mentor teachers must help STs 
interpret the daily events of classroom teaching, revealing the mentors' decision- 
making processes and coaching STs toward reflective practice. Yet, such 
"mentoring does not always happen intuitively" (Enz & Cook, 1992, p. 14). 
Mentor teacher training is a common refrain in the student teaching 
literature. However, before imposing such training on classroom practitioners, it 
is important to understand MTs' views of the resources available to them in 
working with STs. Data about the ways in which MTs report interacting with STs, 
as well as the informational sources upon which they draw in addressing the 
challenges associated with MT-ST relationships provide a critical frame of 
reference for structuring the development of meaningful training and support 
systems. 
The findings of this study present an opportunity to change the 
juxtaposition of the metaphor. Instead of associating the merchant and scholar 
characters with MTs and STs, one might aptly identify MTs with the scholar and 
training systems as indicative of the merchant's role. Mentor teachers seeking 
support for their role may not reap benefits from one-time training encounters 
that ignore their beliefs, prior knowledge, and experiences. The limitations of 
such training approaches are magnified throughout the course of the student 
teaching semester if MTs proceed without the types of ongoing support they 
value. 
Senge (1 990) expressed the need to move beyond prescriptions to 
understanding of the thinking underlying problematic situations. He wrote, "Don't 
push growth; remove the factors limiting growth" (p. 95). In order to foster fruitful 
student teaching experiences, prescriptions for MT training must not preclude a 
careful examination of MTs' beliefs and perceptions. 
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Appendix A: Mentor Teacher Survey Fall 1998, Spring 1999 
Drake University 
Mentor Teacher Survey 
Fall 1998 
'lease Note: Iaa this saawey, the term mentor teacher refers to the cooperating teacher role. 
, At what level(s) do you teach? Please check all that apply. 
preschool 
elementary 
middle schooWjunior high 
high school 
. How many years have you been a teacher'? 
years 
. How many times have you served as a mentor for a student teacher? 
times 
. Of the total number of times you have served as a mentor teacher, how many times have you worked with a 
)rake University student teacher placed in your classroom? 
times 
. Did you attend the mentor teacher orientation offered by Drake University at the beginning of the current 
emester? Please check the applicable line. 
Yes 
no, but I have attended Drake University mentor teacher orientation 
in the past 
no (If you mark this line, please proceed to item eight.) 
. How effective was Drake University's mentor teacher orientation meeting in equipping you for your role as a 
lentor'? 
1 2 3 4 5 
not at all marginally moderately effective VerY 
effective effective effective effective 
. What aspects of Drake University's mentor teacher orientation meeting caused you to rate the meeting as you 
id in item six? 
Dunng lhc cunent scmestcr. did you utilize your Drake Un~versity student teaching handbook as a source for 
jerstandng tour n~entorang role? Please check the applicable line. 
yes 
no, but li have utilized Drake University's student teaching handbook in the past as a source for 
understandng my mentoring role 
no ( I f  you mark this llne, please proceed to item eleven.) 
How effective was Drake University's student teachng handbook in helping you understand your role as a 
ntor teacher? 
1 2 3 4 5 
not at all marginally moderately effective very 
effective effective effective effective 
What components of Drake University's student teaching handbook caused you to rate the handbook as you did 
item nine? 
During the current semester, did you utilize your Drake University supervisor as a source for mentoring 
ormation? Please check the applicable line. 
- Yes 
no, but I have utilized a Drake University supervisor in the past as a source for mentoring 
infomation 
no (If you mark this line, please proceed to item fourteen.) 
. How effective was learning mentoring information through a Drake University supervisor? 
1 2 3 4 5 
not at all marginally moderately effective VerY 
effective effective effective effective 
. What aspects of utilizing a Drake University supervisor as a source for mentoring information caused you to 
e the process as you did in item twelve? 
6 .  Mentor teachers ~vosk with student teachers in a ~~ariety of ways. What mentoring practices are most true of 
Bur approach:? 
irectionas: Please place an X on one of the six vertical marks of eaclz continuum below to show w h c h  practices 
~u are more likely to utilize. An X on the vertical mark at either end of the continuum indicates the 
~rrespncfing practxe is one you adhere to strongly. 
xarnpile: T h ~ s  respondent prefers to emphasize the student teacher's strengths in post-lesson conferencing. 
hough the respondent utilizes &scussion of strengths as a mentoring practice more frequently, the position of the 
ark also shou~s /he will sometimes focus on areas of the student teacher's practice n e d n g  improvement. 
nphasize the student 
acher's strengths when 
nferencing after a 
sson. 
focus on areas of a student 
teaher's practice needing 
improvement when 
conferencing after a lesson. 
then I mentor student teachers I generally find it most effective to: 
4 clear expectations 
a the student teacher 
at I consider 
vropriate. 
share decision-making 
about the student teaching 
experience with the 
student teacher. 
;k the student teacher 
uestions to engage 
uniher in professional 
:If-assessment. 
talk to the student teacher 
about hisfher strengths 
and weaknesses. 
romote experience: as 
way for the student 
:acher to discover 
racticcs that work in 
~y classroom or 
cmtent area. 
directly model examples 
of good teading technique. 
valuate the stiidmt 
:a&er's overall 
erfonnance. 
provide frequent, descriptive 
feedback as a source for the 
student teacher's decision- 
making. 
cus the student 
adler's attiz~tiori m 
~provemmt of hisil~er 
adlulg and 
anagmlcnit skills 
dialogue wrth tile student 
teaher about theories and 
p~in~iples that underlie 
decisions about teaching 
pradice. 
msider the student 
acher's level of 
-0fessicma1 development 
assignmg teaching 
:sponsibilities. 
adhere to the student teaching 
calendar in assigning 
teaching responsibilities. 
5 ,  As a mentor teacher, what specific mentoring and communication skills do you find most challenging in 
vrorking with student teachers? 
lirections: Please rate each item in the list below according to the degree you find the mentoring/communication 
kill challenging. Use the four-point scale shown below. 
4 = very challenging 
3 = challenging 
2 = somewhat challenging 
1 = not at all challenging 
Ls a mentor teacher, I find it challenging to: 
develop both a personal and professional relationship with the student 
teacher. 
pace the student teaching experience to match the student teacher's 
development. 
provide opportunity for the student teacher to try new strategies. 
use a variety of observation techniques. 
provide the student teacher with ongoing written feedback. 
provide the student teacher with constructive criticism. 
ask questions to engage the student teacher in reflective halogwe about hidher teachng and beliefs. 
utilize the supervision process (pre-observation conference, 
observation, post-observation conference) with the student teacher. 
conference daily with the student teacher about hislher teachtng. 
participate in conferences with the student teacher and university 
supervisor. 
other. Please spec@. 
. From what sources do you seek training andlor support in addressing the mcntorrng and communication 
ills you find nzost clrallenging? 
rectionas: Please rate each item in the list belou accorcbng to the degree you utilize it as a source of training and 
pp r t  for your mentonng role. Use the four-point scale shown below. 
4 = aati:rillize extensively 
3 = utilize 
2 = utilize occasiondly 
1 = do not utilize at all 
Iurees of training and support for my mentoring role include: 
the Drake University mentor teacher orientation meeting. 
the Drake University student teachng handbook. 
the Drake University student teaching supervisor. 
my own past experience as a student teacher. 
a colleague with experience as a mentor teacher. 
my own past experiences as a mentor teacher. 
an admmstrator. 
graduate coursework. 
st& development training or workshops. 
readmg of related books or journal amcles. 
technology (e .g .  a listserve or website). 
other. Please spec@. 
7. How &d you become involved in working with student teachers as a mentor teacher? 
3. How important is training to you? What issues would you like to see addressed in the training and support of 
rake University's mentor teachers? 
9. In terms of frequency and delivery mode, what would be the most effective method(s) of training and 
rpporting mentor teachers who work with Drake University's student teachers? 
Drake Ilniversity 
Mentor Teacher Survey 
Spring 1799 
:ase Note: Iln this suwey, the term mentor teacher refers to the cooperating teacher role. 
At what level(s) do you teach? Please check all that apply 
preschool 
elementary 
middle schooVjunior high 
high school 
How many years have you been a teacher? 
years 
How many times have you served as a mentor for a student teacher? 
times 
Of the total number of times you have served as a mentor teacher, how man) times have you worked with a Drake 
~iversity student teacher placed in your  classroom^ 
times 
Did you attend the mentor teacher orientation offered by Drake University at the beginning of the current 
nester? Please check the applicable line. 
Yes 
no, but I have attended Drake University mentor teacher orientation 
in the past 
no (If you mark this line, please proceed to item eight.) 
How effective was Drake University's mentor teacher orientation meeting in equipping you for your role as a 
:ntor? 
1 2 3 4 5 
not at all marginally moderately effective very 
effective effective effective effective 
What aspects of Drake University's mentor teacher orientation meeting caused you to rate the meeting as you did 
item six? 
Please continue to the next page. 
During the current senrester, did you utilize your Drake University student teaclling handbook as a source for 
erstanding your mentoring roleo Please check the applicable iine. 
--- 
yes 
no, but I have utilized Drake University's student teaching handbook in the past as a source for 
~inderstanding my mentoring role 
no (If you mark this line, please proceed to item eleven.) 
How effective was Drake University's student teaching handbook in helping you understand your role as a mentor 
:her? 
1 2 3 4 5 
not at all marginally moderately effective very 
effective effective effective effective 
What components of Drake University's student teaching handbook caused you to rate the handbook as you did 
tern nine? 
During the current semester, did you utilize your Drake University supervisor as a source for mentoring 
ormat ion? Please check the applicable line. 
Yes 
no, but I have utilized a Drake University supervisor in the past as a source for mentoring 
information 
no (If you mark this line, please proceed to item fourteen.) 
How efyective was learning mentoring information through a Drake University supervisor? 
1 2 3 4 5 
not at all marginally moderately effective very 
effective effective effective effective 
. What aspects of utilizing a Drake University supervisor as a source for mentoring information caused you to rate 
: process as you did in item twelve? 
Wring the c~irl-ent ~enlester, did you utilize the Drabe University mentor teacher listserv as a source for 
ltoring infomatron' 
-- 
yes 
no, I couldn't subscribe because I don't have access to e-mail (If you mark this item, please proceed 
to it em seventeen ) 
no, 1 chose not to subscribe (If you mark this item, please proceed to item seventeen.) 
Wow effiective was the Drake University mentor teacher listserv in providing you with information to support you 
(our mentoring role? 
1 2 3 4 5 
not at all rnargmall y moderately effective very 
effective effective eRective effective 
What aspects of utilizing the mentor teacher listserv caused you to rate the listserv as you did in item fifieen? 
What recommendations would you make regarding the continuation of the mentor teacher listserv? Please 
dain. 
Please continue to the next page. 
Mentor teacher-s nark with student teachers in a variety of ways What mentoring practices are most true of 
B R  approach? 
~ections: Please place an X on one of the six vertical marks of each continuum below to sl~ow which practices you 
more likely to utilize An X on the vertical mark at either end of the continuum indicates the corresponding 
ctice is one you adhere to strongl?/ 
ample: This respondent prefers to emphasize the student teacher's strengths in post-lesson conferencing Though 
respondent utilizes discussion of strengths as a mentoring practice more frequently, the position of the mark also 
~ws he  will sometimes focus on areas of the student teacher's practice needing improvement. 
rhassze the stucient 
her's strengths M hell 
'erencing after a 
011 
fwus on areas of a student 
teacher's practlce need~ng 
improvement when 
conferencing after a lesson 
len I mentor student teachers 11 generally find it most effective to: 
:lear expiations 
he student teacher 
I consider 
ropria te 
share decision-making 
about the student teaching 
experience with the 
student teacher. 
the student teacher 
stlons to engage 
h e r  m profess~onall 
-assessment 
talk to the student teacher 
about hs/her strengths 
and weaknesses. 
note exq~nerict: as 
a) for the student 
.her to discover 
:t~ces that work m 
classrtnjm or 
tent area 
directly model examples 
of good teaching technique. 
luate the student 
her's oierall 
Orrniitlcc 
provide tiequait, descriptive 
feedback as a source for the 
student teacher's decision- 
making. 
; the studenl 
xcr \ attcrition or1 
o~errient of hlshca 
xng 'tnd 
agcrnent sh111\ 
dlaiopue M ~th the student 
teacher about thmnes and 
principles ohat underl~e 
ciecrslons about tcachlng 
practice 
lder the student 
x r ' s  lex el of 
sssional development 
Eslgning teaching 
ons~bil~ties 
adhere to the student teachrng 
calendar in assipmp 
teachmg respnslbllities 
As a mentor teacher, what specific mentoring and communication skills do you find most challenging in 
rking with student teachers? 
sections: Please rate each item in the list below according to the degree you find the mentoring/communication 
1 challenging. Use the four-point scale shown below. 
4 = very challenging 
3 = challenging 
2 = somewhat challenging 
1 = not at all challenging 
a mentor teacher, I find it challenging to: 
develop both a personal and professional relationship with the student 
teacher 
pace the student teaching experience to match the student teacher's 
devefopment . 
provide opportunity for the student teacher t o  try new strategies. 
use a variety of observation techniques. 
provide the student teacher with ongoing written feedback. 
-- provide the student teacher with constructive criticism. 
ask questions to engage the student teacher in reflective dialogue about hisher teaching and beliefs. 
utilize the supervision process (pre-observation conference, 
observation, post-observation conference) with the student teacher. 
conference daily with the student teacher about histher teaching. 
participate in conferences with the student teacher and university 
supervisor. 
other. Please specif). 
Please continue to the next page. 
;ram what sources do you seek traininag and/or support in addressing the mentoring and cornmurlication 
you find anost challenging7 
:tions: Please rate eilch Item In the list bebu according to the degree you utiIize it as a source of training and 
11-t for your mentoring role ljse the four-point scale shown below 
4 - utilize extensivclly 
3 = utilize 
2 = utilize sccasioa~ally 
1 = do not suntilkize at all 
*ces of training rand support for my mentoring role include: 
-- the Drake University mentor teacher orientation meeting. 
the Drake University student teaching handbook. 
the Drake University student teaching supervisor. 
my own past experience as a student teacher. 
a colleague with experience as a mentor teacher. 
my own past experiences as a mentor teacher. 
an administrator 
graduate coursework. 
staff development training or workshops. 
reading of related books or journal articles. 
technology (e.g. a listserv or website). 
other Please speciQ. 
How did you become involved in working with student teachers as a mentor teacher? 
How important is training to you? What issues would you like to see addressed in the training and support of 
ke University's mentor teachers? 
In terms of frequency and delivery mode, what would be the most effective method(s) of training and supporting 
ltor teachers who work with Drake University's student teachers? 
Appendix B: Letter to Invite Participation in the Study Fall 1998, Spring 1999 
November 9,  1998 
Westridge Elementary School 
5500 E.P. True Parkway 
Des Moines IA 50266 
Dear 
The attached survey instrument concerning mentor teachers' perceptions regarding their 
role in working with Drake University student teachers is part of my graduate thesis research. Carried 
out in conjunction with the Drake University Student Teaching Program, this project focuses on the 
types of training and support mentor teachers value. The results of the study will provide information 
for the development of improved support and resources for educators mentoring Drake University's 
student teachers during their student teaching semester. 
% am particularly desirous of obtarning your responses because your experience in mentoring 
student teachers will provide important perspective in developing useful sources of mentor teacher 
support and training. I would appreciate your cooperation in completing the enclosed form 
prior to November 17 and returning it in the postage paid envelope enclosed. The envelope is 
coded with a number which will allow me to tally surveys returned. Once the survey form is removed 
from the return envelope, your responses will be anonymous and kept in strictest confidence. 
I will be pleased to send you a summary of the survey results if you desire. To receive a copy 
of the results, call me at 271 - 1 874. Thank you for your time and assistance. 
Sincerely, 
Stephanie Epp 
Graduate Assistant for the 
Student Teaching Program 
arch 30, 1999 
aydel High School 
SO1 NE 7th Street 
3s MoinedA 5031 3 
ear 
The attached survey instrument concerning mentor teachers' perceptions regarding their 
l ie in working w~th Drake University student teachers is part of my graduate thesis research. Carried 
ut in conjunction with the Drake University Student Teaching Program, this project focuses on the 
/pes of training and suppon mentor teachers value. The results of the study will provide information 
l r  the development of improved support and resources for educators mentoring Drake University's 
tudent teachers during their student teaching semester. 
I am particularly desirous of obtaining your responses because your experience in mentoring 
#tudent teachers will provide important perspective in developing useful sources of mentor teacher 
bupport and training. I would appreciate your cooperation in compieting the enclosed form 
briar to April 14 and returning it in the postage paid envelope enclosed. The envelope is coded 
vith a number whrch will allow me to tally surveys returned. Once the survey form is removed from the 
eturn envelope, your responses will be anonymous and kept in strictest confidence. 
I will be pleased to send you a summary of the survey results if you desire. To receive a copy 
)f the results, call me at 271 -1 874. Thank you for your time and assistance. 
Sincerely, 
Stephanie Epp 
3raduate Assistant for the 
Student Teaching Program 
Appendix C: Listserv Directions for Mentor Teachers 
Spring 1999 Mentor Teacher Listserv 
Directions 
Fo subscribe to the listsew do the following one time only: 
1 .  Open your e-mail account. 
2. Address message to: mailsew@acad.drake.edu 
3.  Skip the subject line and press return. 
4. in the body of the message section type the following message: 
SUBSCRUBE MENTOR-L First name Last name 
5. Send the message. 
6. After a few minutes, depending on how busy the computer is, you will get a 
message that you have new mail. 
7.  Choose your welcome message from the menu and open to read. 
To read messages on the mentor teacher listserv: 
1 . Open your e-mail account. 
2. Read messages that are marked as received from PMDF Mailsew v5.2. 
To reply to messages on the mentor teacher listserv: 
1. After reading a listserv message or messages, hit the reply button on your 
e-mail. 
2. Type your reply response, being sure to include your name as a signature to the 
message. You may also wish to add your personal e-mail address so that 
mentor teachers can contact you for more information regarding your 
response on an individual basis. 
3. Send the reply message. 
Note: Your reply will be a public message to all mentor teachers on the listserv. 
lo send a public message to all of the mentor teachers on the listserv: 
1. Open your e-mail account 
2. Address the message to: MENTOR-L@acad.drake.edu 
3. Label the message with a subject. 
4. Type your message, being sure to include your name as a signature to the 
message. You may also wish to add your personal e-mail address so that 
mentor teachers on the listserv can contact you for more information 
regarding your response on an individual basis. 
5. Send the message. 
(over for more directions) 
send a private message to the listsew coordinator, Stephanie Epp: 
1 . Open your e-mail account. 
2. Address the message to: sae003@drake.edu 
3 .  Type the subject and body of your message. 
4. Send the message. 
you have problems in using the listserv: 
1 ")pen your e-mail account. 
2. Address the message to: system@,acad.drake.edu 
3. Type the message indicating the nature of the problem. 
4. Send the message. 
ther URL addresses on the Internet I invite you to use: 
1. Drake University School of Education: http://www.educ.drake.edu 
2. Teaching and Learning Department Pages: 
http://www.educ.drake.eduIT&L/opening.html 
Appendix D: Communication to Mentor Teachers about the Listserv 
January 18, 1999 
Dear Mentor Teachers: 
Thank you for your service in working with a Drake University student teacher this 
semester. In order to provide you with ongoing support for your mentoring role, a 
listserv, which you can easily access through your e-mail account, has been established. A 
listserv is a type of interactive discussion group which allows subscribers t o m  
on at W corn. The purposes of the mentor teacher listserv are as 
follows: 
1. 30 provide information on Cognitive Coaching strategies (Costa and 
Garmston) in working with student teachers 
2. To provide a forum for inentor teachers to share their expertise and 
ideas in working with student teachers 
3. To provide mentor teachers with an opportunity to ask questions 
and receive feedback regarding working with student teachers 
3. To provide ongoing support from Drake University after mentor 
teacher orientation and between supervisor visits 
Attached to this letter are directions for subscribing to the mentor teacher fistserv. Please 
take a few minutes to subscribe. I will post new Cognitive . Coaching . tips . to . the listserv on 
a biweekly basis. However, w o w e r  of the your -. Check 
the listserv for messages whenever you log on to your e-mail account, and add your own 
ideas, tips, and success stories about working with student teachers to the discussion. 
I look forward to communicating and learning with you! 
Sincerely, 
Stephanie Epp 
Graduate Assistant for the 
Student Teaching Program 
Dear Mentor Teacher: 
The Drake University mentor teacher listserv has been active for several weeks, and I 
encourage you to participate in the online discussions regarding the coaching of student 
teachers. The mentor teacher listserv can be accessed through home or school e-mail 
accounts and automatically posts e-mail messages exchanged among mentor teachers on 
mentoring issues. You can read listserv messages when you log on to your e-mail 
account, and you can post comments or questions to the other Drake University mentor 
teachers by sin-ly addressing a reply e-mail message. 
Designed to provide you with convenient, easily accessible support for your mentoring 
role, the purposes of the mentor teacher listserv are as follows: 
1. To provide information on Cognitive Coaching strategies (Costa and 
Garmston) in working with student teachers 
2. To provide a forum for mentor teachers to share their expertise and 
ideas in working with student teachers 
3. To provide mentor teachers with an opportunity to ask questions 
and receive feedback regarding working with student teachers 
4. To provide ongoing support from Drake University after mentor 
teacher orientation and between supervisor visits 
To date, the listserv has had information on conducting a planning conference with your 
student teacher and using paraphrasing and questioning to promote student teacher 
reflection. Please take a few minutes to subscribe to the mentor teacher listserv using 
the directions enclosed with this letter and add your own ideas to the discussion. Your 
work with a Drake University student teacher is appreciated! 
Sincerely, 
Stephanie Epp 
Graduate Assistant for the 
Student Teaching Program 
January 1 8, 1999 
Dear Mentor Teachers: 
Thank you for your service in working with a Drake University student teacher this 
semester. In order to provide you with ongoing support for your mentoring role, a 
listserv, which you can easily access through your e-mail account, has been established. A 
listserv is a type of interactive discussion group which allows subscribers t o m  
on at their c o n v h .  The purposes of the mentor teacher listserv are as 
follows: 
1. To provide information on Cognitive Coaching strategies (Costa and 
Garmston) in working with student teachers 
2. To provide a forum for inentor teachers to share their expertise and 
ideas in working with student teachers 
3. To provide mentor teachers with an opportunity to ask questions 
and receive feedback regarding working with student teachers 
3. To provide ongoing support fkom Drake University after mentor 
teacher orientation and between supervisor visits 
Attached to this letter are directions for subscribing to the mentor teacher listserv. Please 
take a few minutes to subscribe. I will post new Cognitive Coaching tips to the listserv on 
. . . . 
a biweekly basis. However, $hu.edpower of thgh&rv h a  in your -. Check 
the listserv for messages whenever you log on to your e-mail account, and add your own 
ideas, tips, and success stories about working with student teachers to the discussion. 
I look forward to communicating and learning with you! 
Sincerely, 
Stephanie Epp 
Graduate Assistant for the 
Student Teaching Program 
March 3, 1999 
Dear Mentor Teacher: 
The Drake University mentor teacher listserv has been active for several weeks, and I 
encourage you to participate in the online discussions regarding the coaching of student 
teachers. The mentor teacher listserv can be accessed through home or school e-mail 
accounts and automatically posts e-mail messages exchanged among mentor teachers on 
mentoring issues. You can read listserv messages when you log on to your e-mail 
account, and you can post comments or questions to the other Drake University mentor 
teachers by simply addressing a reply e-mail message. 
Designed to provide you with convenient, easily accessible support for your mentoring 
role, the purposes of the mentor teacher listserv are as follows: 
1. To provide information on Cognitive Coaching strategies (Costa and 
Gmston) in working with student teachers 
2. To provide a forum for mentor teachers to share their expertise and 
ideas in working with student teachers 
3. To provide mentor teachers with an opportunity to ask questions 
and receive feedback regarding working with student teachers 
4. To provide ongoing support from Drake University after mentor 
teacher orientation and between s u p e ~ s o r  visits 
To date, the listserv has had information on conducting a planning conference with your 
student teacher and using paraphrasing and questioning to promote student teacher 
reflection. Please take a few minutes to subscribe to the mentor teacher listserv using 
the directions enclosed with this letter and add your own ideas to the discussion. Your 
work with a Drake University student teacher is appreciated! 
Sincerely, 
Stephanie Epp 
Graduate Assistant for the 
Student Teaching Program 
